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Abstract
The purpose of this quantitative, nonexperimental descriptive study was to find
the correlation between teacher empowerment (TE) when using the Özkan Hıdıroğlu and
Tanrıöğen's (2020) TE Scale and culturally responsive education (CRE) from NYU’s
Culturally Responsive Curriculum Scorecard. The one-time cross-sectional study
examined the curriculum adoption practices of local education agencies (LEAs) within
New York State public schools with Grades 3-5 after receiving instructional policies from
the New York State Education Department (NYSED) and the United States Department
of Education’s (USDOE) Every Student Succeeds Act.
Educators from 731 LEAS with a connection to the LEA’s curriculum adoption
committee for the elementary English language arts (ELA) curriculum were the target
population. Sixty-seven (n=67) participants’ responses were averaged, ranked, compared,
and correlated by the variables TE and CRE. The results found a statistically significant
negative correlation between the TE Scale and Culturally Responsive Scorecard mean
scores. The findings imply that the participants have more empowerment but less
culturally responsiveness when adopting the ELA curriculum. Recommendations for the
state education agency (SEA) include professional development for all New York State
educators on the Culturally Responsive Sustaining Framework, the integration of implicit
bias training, more stringent accountability when reporting the impact of data informed
decisions on staffing, professional development, certification, preservice educators,
standardized assessments, curriculum, and students.

v

vi

Table of Contents
Dedication .......................................................................................................................... iii
Biographical Sketch ........................................................................................................... iv
Abstract ............................................................................................................................... v
Table of Contents .............................................................................................................. vii
List of Tables ...................................................................................................................... x
List of Figures .................................................................................................................... xi
Chapter 1: Introduction ....................................................................................................... 1
Problem Statement ........................................................................................................ 12
Theoretical Rationale .................................................................................................... 14
Statement of Purpose .................................................................................................... 18
Research Questions ....................................................................................................... 19
Significance of the Study .............................................................................................. 19
Definitions of Terms ..................................................................................................... 21
Chapter Summary ......................................................................................................... 22
Chapter 2: Review of the Literature.................................................................................. 24
Introduction and Purpose .............................................................................................. 24
Chapter Summary ......................................................................................................... 50
Chapter 3: Research Design Methodology ....................................................................... 54
Introduction ................................................................................................................... 54
Purpose.......................................................................................................................... 56

vii

Research Questions ....................................................................................................... 57
Research Design............................................................................................................ 57
Research Context .......................................................................................................... 60
Research Participants .................................................................................................... 64
Instruments Used in Data Collection ............................................................................ 70
Procedures Used for Data Collection ............................................................................ 74
Procedures Used for Data Analysis .............................................................................. 75
Summary ....................................................................................................................... 78
Chapter 4: Results ............................................................................................................. 79
Introduction ................................................................................................................... 79
Research Questions ....................................................................................................... 79
Data Analysis and Findings .......................................................................................... 80
Summary of Results ...................................................................................................... 97
Chapter 5: Discussion ....................................................................................................... 99
Introduction ................................................................................................................... 99
Implications of Findings ............................................................................................. 100
Limitations .................................................................................................................. 105
Recommendations ....................................................................................................... 106
Further Research ......................................................................................................... 114
Conclusion .................................................................................................................. 114
References ....................................................................................................................... 121
Appendix A ..................................................................................................................... 137
Appendix B ..................................................................................................................... 139

viii

Appendix C ..................................................................................................................... 140
Appendix D ..................................................................................................................... 142
Appendix E ..................................................................................................................... 144
Appendix F...................................................................................................................... 146
Appendix G ..................................................................................................................... 148
Appendix H ..................................................................................................................... 155
Appendix I ...................................................................................................................... 158
Appendix J ...................................................................................................................... 169

ix

List of Tables
Item

Title

Page

Table 1.1

2018-2019 Racial Composition of New York State Public LEAs by
Student Enrollment

20

Table 3.1

Total of Survey Participants by Certification and Position

66

Table 3.2

Survey Participants’ by Race

67

Table 3.3

Teacher Empowerment Scale Reliability Values

73

Table 4.1

Summary of Teacher Empowerment Responses by Dimension

833

Table 4.2

Study Participants CRE Scores by Dimension

877

Table 4.3

Survey Responses by Certified Position for TE

887

Table 4.4

Survey Responses by Certification and CRE Practices

898

Table 4.5

Summary of LEA Responses by Race Composition and Accountability
Status

Table 4.6

90

Survey Responses by Enrollment and New York State Accountability
Status

Table 4.7

Table 4.8

911

Summary of Correlation of TE to Culturally Responsive Curriculum
Scorecard by Subgroups and Accountability

966

Correlation of TE Score to the CRE Score by Participants’ Position

966

x

List of Figures
Item

Title

Page

Figure 2.1

2020-2021 New York State Public School Enrollment by Race for
Grades 3–5

Figure 2.2

Figure 4.1

277

2018–19, The National Adjusted Cohort Graduation Rate (ACGR)
for Public High School Students

299

Scatterplot of Correlation Between TE and CRE Practices

922

xi

Chapter 1: Introduction
Class instruction for New York State public education students in Grades 3–5
should not have a one-size-fits-all approach when adopting the English language arts
(ELA) curriculum (Ngai, 2004). When examining the outcomes of traditionally
underrepresented non-White students compared to their White counterparts academically,
they are failing at a higher rate. This difference in academic achievement creates a gap
between these groups of students. The achievement gap can be defined as when the
underachievement of minority groups of students of diverse backgrounds are
disproportionate to their White peers (Anderson & Coleman-King, 2018; Williams,
2011). The academic achievement gap in the United States has been a pressing challenge
for policymakers and researchers since the 1970s (Wang et al., 2020). Furthermore, there
is a gap between the expectation of rigor (Olszewski-Kubilius et al., 2004) within the
New York State academic standards and the New York State annual assessments
compared to the quality of classroom assignments and the alignment of the tasks to the
instructional materials in use (Steiner, 2017). Throughout United States history, too many
children of color have not attained academic success equal to their abilities (Gardner,
2007; Gay, 2000; McGee, 2004).
Historically, educators have tended to focus on all students’ achievement on
standardized government-sanctioned assessments like those in the Every Student
Succeeds Act (ESSA, 2015) guidance. This broad approach has not proven to change
assessment scores, academic success measures, or educational needs for Black students
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(Thompson & Allen, 2012). However, when school districts effectively integrate
culturally responsive education (CRE) practices to meet the holistic needs of all learners,
while focusing on historically underrepresented students, the achievement gap narrows
(Griner & Stewart, 2012; Williams, 2011). Furthermore, most school districts within the
K-12 (kindergarten through 12th grade) education sector lack the skills to implement
strategies to result in deeper engagement for students of color (The NYC Coalition for
Educational Justice [CEJ], 2020). The United States education industry is a system that
resists change, especially regarding cultural responsiveness (Fasching-Varner & Dodo
Seriki, 2011). This sector prides itself on traditional methods, beliefs, and pedagogy;
however, many of these practices result from Whites who make decisions from a
perspective of White privilege that exclude diverse peoples (Samuels, 2018). The K-12
education arena struggles with the premise of changing conventional practices and
integrating CRE teaching methods into the work of teachers (Gay, 2000), school districts,
and school leaders (Cambron-McCabe & McCarthy, 2005).
According to the most recent 2019 National Assessment of Educational Progress
(NAEP) report, also known as the “The Nation’s Report Card,” an academic gap between
White and non-White students persists in the United States. Black fourth-grade students
who participated in the ELA assessment from NAEP performed 27 points lower than the
White students, and the Hispanic students performed 21 points lower than the White
students (The Nation’s Report Card, 2019a, 2019b). The gap in academic progress
between Black and Hispanic students, compared to White students, verifies the need for
change.

2

The achievement gap differs by content area across the country. Data from the
NAEP in 2019 illustrated that the national achievement gap between White and Black
students and White and Hispanic students is narrowing in mathematics while growing in
reading (The Nation’s Report Card, 2019a, 2019b). Unfortunately, this problem is more
common in schools with significant percentages of students from urban, minority
backgrounds (Breger, 2017).
It is common in K-5 school systems to utilize the same curriculum, with a
common linguistic approach to teaching instructional methods from a White American
positionality for all students (NYC CEJ, 2020). However, the students represent various
cultures, backgrounds, and lived experiences (Gay, 2000). This teaching method does not
provide positive outcomes for historically underrepresented students, although educators
acknowledge that racial achievement gaps exist at the local, state, and federal levels
(Sleeter, 2012).
In New York State, the New York State Education Department (NYSED)
establishes and reports ambitious long-term goals and progress measures for ELA and
math to the federal government policies like the ESSA (2015). The ESSA (2015) is a
reauthorization of the 1965 Elementary and Secondary Education Act (ESEA), a
bipartisan education law aimed at reducing dropout rates and increasing equity in the
sector while providing protections for high needs students.
Federal educational mandates, such as ESEA (1965) and ESSA (2015), are
authorized because many children of color in the United States have not attained
academic success equal to their abilities or White peers (Gay, 2000). The
disproportionality of academic success of White students in comparison to Black students
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is not a new problem in the education sector. The standardized assessments that assessed
both White and Black service members in the 1900s displayed evidence of an
achievement gap and they continue today (Gardner, 2007). According to the most recent
2019 NAEP assessment on the Nation’s Report Card (2019a, 2019b), there is an
academic gap between White and non-White students. The reading and math
achievement gap has been evident in the United States since the assessment’s inception in
1978 (Vanneman et al., 2009). The gap in academic progress between Black students and
Hispanic students compared to White students verified the need for change at the national
level. Black and Hispanic students whose standardized assessments show low skill
proficiency in reading and mathematics are more likely to be unemployed in the United
States (Lundetræ et al., 2010). Such statistics cause national leaders like former President
Barack Obama to enact policies in response to the problem.
President Obama’s motivation for establishing ESSA was because, as he stated,
“all children, regardless of race, income, background, the zip code where they live,
deserve the chance to make of their lives what they will” (El Moussaoui, 2017). The
federal government’s political method to meet the sanctioned goal of producing high
academic outcomes for all students generates the need for instruction aligned with
curricular expectations and the high-stakes Common Core State Standards ([CCSS],
National Governors Association Center for Best Practices [NGA] & Council of Chief
State School Officers [CCSSO], 2010).
Using a broad approach to meet the goal of educating differing student bodies
across various school communities has failed Black students by creating variable
graduation rates and a disproportionate amount of high school dropouts when comparing
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students’ race (Thompson & Allen, 2012). This race-neutral practice of one size fits all is
not ideal when meeting the needs of underachieving groups of color, leading to unequal
opportunity and progress (Lopez, 2003). According to the Welton et al. (2015) research,
this type of policy can be “new racism” (p. 698). This new racism exhibits “nonracial”
(Welton et al., 2015, p. 698) practices and policies that target all students in education,
but they have racial consequences for diverse students (Samuels, 2018). The new racism
often coincides with the ideology of colorblindness (Welton et al., 2015). Ngai (2004)
suggested that as a system, education needs to implement culturally responsive teaching
practices for preservice teachers and effective teaching competencies that will change the
past approach of colorblindness and historical racism within the classroom.
It is necessary to begin making changes at the collegiate level during teacher and
school leader preparation programs (Hayes & Juarez, 2012). Historically, teacher and
school leader collegiate programs integrate social justice and race into the course work at
the surface level, creating racially neutral educators and perceptions of schooling
(Cambron-McCabe & McCarthy, 2005). Alternatively, if schoolteachers and school
leader preparation programs affirm and contextualize the backgrounds, cultures, and
races of students coupled with formally integrating culturally responsive teaching and
leading framework, more curriculum, lessons, and methods that meet the needs of diverse
learners will ensue (Ngai, 2004; Samuels, 2018).
K-12 school districts across the United States are likely to struggle to search for
high-quality curricula for all students because general curricula do not create positive
academic outcomes for student demographic groups that identify as Black, Hispanic, or
ELLs (Berliner & Glass, 2015). K-12 school systems tend to consider curricula as high-
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quality when using two key measures: alignment to the state’s academic standards (Lalor,
2016; Porter & Smithson, 2001) and positive student outcomes, which typically are a
measurement that equates to standardized assessments (Tepe & Mooney, 2018). In
addition, the lack of alignment with the expectations to standards, materials,
implementation (National Institute for Excellence in Teaching, 2020; Polikoff & Porter,
2014), and cultural relevance often leads to academic gaps (Gay, 2000; Sandy & Duncan,
2010) between the rigor of academic standards, the quality of instruction, and teaching
materials, especially in schools serving high populations of ELLs and Black, Hispanic,
and economically disadvantaged (ED) students (Dee & Penner, 2017; Gardner, 2007;
Sprott, 2014).
Shapiro and Parelow (2018) considered curriculum the constant, yet critical,
factor that leads students toward academic success. This is notable because researchers,
like Bhatt and Koedel (2012), noted that curriculum is not solely a book that is
occasionally in use. Actually, 80% of teachers use textbooks daily to drive their
instruction, and more than 50% of students’ lessons originate from textbooks and
additional tools or materials (Bhatt & Koedel, 2012). Due to the high use of these
materials, some may find that if CRE practices are integrated into educational pedagogy,
it may make a noticeable impact on the achievement gap. Sleeter (2012) found that when
integrating curriculum with CRE strategies, student engagement increases and leads to a
rise in academic learning. Secondly, increasing student engagement for minority students
and their nonminority peers is beneficial because both groups will learn the competencies
necessary to compete in a global society (Aydin et al., 2017; Ngai, 2004). Therefore, the
more a curriculum aligns with standards and integrates the needs of non-White students,
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the more it will improve student engagement and the possibility for positive student
outcomes.
The culturally responsive-sustaining framework (NYSED, 2018) has a basis in
CRE practices. CRE is a method for responding to the needs of historically silenced
United States demographic groups that include Native Indigenous groups, African
Americans, Black Americans, Latinx Americans, and Asian Americans (Gay, 2000).
CRE acknowledges people’s cultural heritage and the importance of their language and
historical reference frames in education (Bryan-Gooden et al., 2019; Lucy et al., 2020).
CRE also bridges instructional strategies to the positives of the backgrounds of racially,
ethnically, and linguistically diverse students while remaining historically accurate
(Griner & Stewart, 2012).
Culture is one of the guiding forces impacting how humans develop cognitively
and behaviorally (Gay, 2000). As a multidimensional component of an individual’s
identity, culture includes sexual orientation, nationality, race, generational wealth, gender
roles, language, religion, art, music, cuisines, and celebrations (Bryan-Gooden et al.,
2019). These indicators impact a person’s way of thinking, values, and forms of
expression (NYSED, 2018). Therefore, culture affects the process of teaching and
learning because of the teacher-to-student inter-relatability, which impacts the foundation
for creating and holding lofty expectations, a scaffolding of knowledge, and creating and
enacting a curriculum (Sleeter, 2012). Integrating CRE strategies within the K-12 arena
can create an imperative link between meeting students’ needs, minimizing cross-cultural
tensions, and expanding traditional K-12 instructional practices. This is particularly
relevant for ELA, as the link between culture and literacy can be bidirectional. These two
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influence one another by strengthening the reader’s cultural identity, while cultural
context, accuracy, linguistics, and lived experiences affect the text’s content (Gay, 2000;
NYC CEJ, 2020).
As ESSA’s educational policies continue to impact classroom instruction across
various states within the United States, #BlackLivesMatter affects social justice methods
in the United States. Therefore, when combining a movement with public policy, the
combination of #BlackLivesMatter and ESSA magnify the need to target ways to
improve the quality of life for Black individuals in the United States with education as a
contributing factor. Founders Patrisse Cullors, Opal Tometi, and Alicia Garza, three
Black women, established #BlackLivesMatter in 2013 (Royal & Hill, 2018). The United
States’ #BLM’s platform creates resounding support in response to the need for change
because of the public outcry for eliminating the mistreatment of Black and Brown people.
Consequently, after years of a compilation of resentful feelings and disappointments from
a predominantly White society toward Black and Brown people, there arose a sense of
relative deprivation (Jones-Eversley et al., 2017).
The hashtag, “#BlackLivesMatter” made its debut on social media in 2013 as a
response to the acquittal of George Zimmerman for charges of manslaughter and seconddegree murder after shooting and killing 17-year-old Trayvon Martin. Trayvon Martin
was an unarmed Black teen who was shot and killed by George Zimmerman while
walking home from a store with a canned drink and candy (Royal & Hill, 2018).
Since the platform’s beginning, #BlackLivesMatter has become a civil rights
movement whose goal is to combat racist policing practices (Taylor, 2016), White
supremacy, police brutality against Black people, systemic injustice, systemic oppression,
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along with unequal power structures within institutions that negatively impact Black
individuals (Royal & Hill, 2018). This organization and movement seek to create spaces
in all infrastructures for imagination and innovation while improving the lives of Black
people within the United States (Howard University Law Library, 2018a, 2018b).
During this time of relative deprivation, there was also an impact on students and
their successes. When #BlackLivesMatter combines with the ESSA, the focus creates an
illumination on educational needs and the many changes necessary to impact historically
underrepresented students positively.
Both #BlackLivesMatter and ESSA aim to improve the lives of Black and Brown
people. However, the impact has been slow when trying to reduce students’ academic gap
that has been minimized and ignored without respect for their cultures, languages, or
historical context during their daily lessons. The halt in progress creates the need to
integrate equity and inclusiveness into educational practices (NYSED, 2019a).
Due to the known high usage of textbooks in classrooms and the impact of a highquality curriculum (Berliner & Glass, 2015), it is necessary to triangulate textbook usage
and curriculum quality with a CRE further to impact Black and Hispanic students’
educational outcomes (Lehman, 2017). CRE strategies create meaningful connections
between traditionally taught routines, subjects, and skills (Griner & Stewart, 2012), to
students’ racial and cultural identities, history, and contextual linguistic and visual
representation (NYC CEJ, 2020).
To provide high-quality education with standards and alignment and CRE
resources or teaching strategies (Sprott, 2014), the curriculum adoption committees must
use shared decision-making (Liontos, 1993) to seek ways to supervene their goal if they
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have CRE training or interest (Lehman, 2017). Traditionally, curriculum adoption
committees include teachers, instructional coaches, administrators, parents, or community
members; however, teachers and administrators work as experts (Allen, 2011). Over past
decades, teachers and administrators who comprise curriculum adoption committees have
chosen resources from an angle of racism (Gardner, 2007) or cultural blindness (Ngai,
2004). Cultural blindness is the conscious act of ignoring the cultural identities, history,
and disadvantages that create differences from others. Cultural blindness can harm
learners when one disregards what is evident within the learning community and this
leads to a one-size-fits-all approach when creating lessons, selecting resources, and
creating materials (Herczog, 2012).
There is evidence of large school districts, like New York City, choosing millions
of curricular materials throughout the years from a lens of one size fits all. The materials
that are by and for most of the population leave historically underrepresented students to
read books that do not represent their culture during most of their elementary (K-5) years
(NYC CEJ, 2020). These curricular decisions have not been inclusive because 80% of
educators in the United States are White (La Salle et al., 2020). White teachers admit the
need to affirm the student body’s races, cultures, and backgrounds by gaining knowledge
from training (VanGunten & Martin, 2001) and educational reform by developing
multicultural, nondiscriminatory curricula that benefit all students (Ngai, 2004).
Before the spring of 2021, individual educators who were members of the
curriculum adoption committees would have to have a personal interest, professional
investment, or be empowered to integrate CRE. The self-empowerment that led to the
integration of CRE before that date was because of the lack of guidance from NYSED
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(2018). The exploration of impactful curricula, tools, ideas, and strategies generated from
connections with individuals and interest in this area or members within the respective
culture. However, creating segmented changes in isolation may not lead to the large
change necessary to improve the academic outcomes for Black and Hispanic individuals
who are low-achieving students (Gay, 2000). The lack of transparency around evidencebased practices (EBPs) and tools for critically responsive resources from policy makers
or academia influencers is problematic (Cook et al., 2009). It leads curriculum adoption
committee members toward materials that can create inequalities between groups of
students (NYSED, 2020c) When more quality education includes CRE tools and
strategies, all students, including Black and Hispanic students, will benefit (Griner &
Stewart, 2012).
Until recently, there was little direction provided to teachers from New York State
on using EBPs to support students from historically underrepresented groups within its
guidelines. Although New York State uses a system to provide evidence-based guidance
to local school districts on accessing, adopting, and training teachers on the best curricula
for all students, it is insufficient. Educators have less advisement when instructing
students from historically underrepresented groups (Lehman, 2017). The 2020 culturally
responsive-sustaining education framework provides the sole guidance to local education
agencies (LEAs) on how to support these high-needs students. NYSED made the
culturally responsive-sustaining framework (NYSED, 2018) for LEAs to follow.
However, LEAs do not need to follow the guidance. Secondly, there is no funding for
LEAs to implement the recommendations. There is no penalty for LEAs that choose not
to incorporate CRE into their planning (NYSED, 2020c) .
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Problem Statement
According to historical assessment data for New York State, students in
Grades 3–8 who identified as White outperformed their peers who identified as Black,
Hispanic, ELLs, and ED on both the ELA and math assessments (NYSED, 2019e). New
York State established and reported goals and measures for overall proficiency in the
content areas of ELA and math to the federal government (McGuinn, 2019; NYSED,
2017, 2020c). NYSED holds school districts across the state accountable for all student
demographic groups’ academic performance in these content areas within the ESSA
(2015) report.
When LEAs attempt to achieve ESSA’s goals established and mandated by
NYSED’s Board of Regents (NYSED, 2019b), guidance reduces when it is time for the
LEA educators who assist with the curriculum adoption process to research and adopt
curricula and materials. According to NYSED (2019a), curriculum choices and the
adoption of locally created curricular materials are solely the local school district’s
decision. Each local school system controls its curriculum, contents, a sequence of
concepts, and the skills necessary for students to make maximum progress according to
the New York State standards. New York State is not the only state with this type of
adoption policy. There are 29 other U.S. states that also have a LEA-level textbook
adoption policy (Zinth, 2005).
Without evidence-based criteria available to the curriculum adoption committees,
this type of policy adoption may lead to a decision-making process that lacks adequate
time allocation, training, analytical examination measures, and poor-quality curricular
materials (Stein et al., 2001). It may also lack a multicultural lens for the students they
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serve (Gay, 2000; Griner & Stewart, 2012; Ngai, 2004; NYC CEJ, 2020). Stein et al.
(2001) also stated that the negative impact may reduce if the curriculum adoption
committee has access to an adoption practice that includes reviewing curricular materials
and interpreting educational research data. However, this may continue to be a challenge
as little research and literature exists on curriculum adoption decision-making (Bhatt &
Koedel, 2012) and CRE (Griner & Stewart, 2012; Ngai, 2004). To further illustrate when
resources are not present, LEAs may choose textbooks and materials that lack proven
academic impact on all students’ multicultural representation (Blazar et al., 2019, NYC
CEJ, 2020). The effect leads to a lack of cultural competencies that are necessary to
engage all demographic groups (Sleeter, 2012) that the LEAs educates. The impact on the
youngest learners has the most extended effect, especially if they are non-White learners.
When students conclude their third-grade year of learning below proficiency, they are
more likely to drop out of high school than third-grade proficient readers (The Annie
Casey Foundation, 2010).
Tepe and Mooney (2018) believed that a lack of review or research of curriculum
adoption practices can lead to the adoption of instructional materials that lack alignment
to the standards, lack high quality, and lack rigor for specific demographic groupings,
therefore negatively impacting academic outcomes and teacher pedagogy. The effect of
districts’ choices affects teachers by reducing access to quality materials and increasing
students’ use of materials that do not meet their needs (LaVenia, 2020).
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Theoretical Rationale
Empowerment theory combines value orientation and a theoretical model
(Zimmerman, 2000) that produces a platform for human behaviors to lead to mechanical
and psychological reform of structures within society (Jayaluxmi, 2015). Empowerment
theory combines research, intervention, and individual psychological welfare with
broader social and political environments (Perkins & Zimmerman, 1995).
The concept of human empowerment stretches across various continents, social
sectors, and fields beyond psychology. It centralizes as the nucleus of social protest
movements, like the feminist movement, the Black Power movement, and Freudian
psychology, and to Barbara Soloman’s radical idea of empowering social workers to
support African Americans (Calvès, 2009).
American psychologist Julian Rappaport formally introduced the concept of
empowerment as a structured process to the psychology community (Rappaport, 1981).
In 1977, in response to Rappaport’s request, psychologists began to study and
comprehend the idiosyncrasies that make naturally occurring helping systems a concept
within social networks (Rappaport, 1977). Rappaport (1984) explained that it is best to
triangulate the complicated nature of empowerment theory with natural helping systems.
Empowerment theory allows various members of alternative organizations and
communities to strategically utilize the theory to meet their needs and gain command
over their daily existence (Zimmerman, 1995). However, the variability of groups’
localities, perspectives, and positionality can lead to various outcomes that may be hard
to replicate.
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Historically, empowerment theory began with Rappaport during his publishing
debut in 1981. At that time, naturally occurring helping systems were introduced as a
process (Rappaport, 1984) by changing the historical context and helping systems. Hoch
et al. (1985) explained that the traditional definition of “informal help” was initially
regarding social and family structures. However, social service providers in the United
States and social-sector organizations that deliver helping services benefit when
leveraging this when providing care. Rappaport (1984) continued by building on this
notion with the hopes of energizing policies that influence mental health (Rappaport,
1984).
The broad concept of empowerment theory was altered from a scientific theory to
an overused term used in research and academia. Academics, like Wilkinson (1998),
believed that the word “empowerment” was a commonly, yet loosely used, term found in
various literature, making it challenging to make equal comparisons in research. Perkins
(1995) stated that it is a trend or buzzword that politicians and social scientists utilize
when collaborating with communities; this is evident in United States politics between
1992 and 1994. The word empowerment arose in 3,769 congressional records (Perkins &
Zimmerman, 1995). The metamorphosis of the theory continued with Zimmerman’s
(2000) analysis of the empowerment theory. The approach was widened to apply to
individuals, organizations, and communities. Empowerment theory became a more
prescribed method of addressing language, processes, and outcomes.
As a continuation of this work, (Peterson, 2014) redefined empowerment theory
as a multidimensional construct because it involves several different, yet related,
dimensions that stem from a single theoretical concept that can narrow further. After
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analyzing Zimmerman’s (1995) one-dimensional psychological empowerment, there was
a deconstruction process leading to the creation of three components: intrapersonal,
interactional, and behavioral (Peterson, 2014). The differences in the details required a
new process leading to differing, yet consistent, outcomes.
As the application of empowerment theory as a relation theory changed from
focusing on individuals in a community to concentrating on social networks within an
organization, the definition continued to narrow (Neal, 2013). Matthews et al. (2003)
separated empowerment theory into two areas to winnow down empowerment theory.
The relational perspective of empowerment and the psychological perspective of
empowerment resulted from the separation.
This study sought to find evidence of the impact of the empowerment of
educators with the integration of empowerment theory and its possible association at the
local education level with curriculum adoption committees’ integration of CRE
strategies. Empowerment theory, as a theoretical construct, is ideal because it has a scale
that is proven to work with businesses on a macro scale, and it has evolved into a morespecific scale that aligns with the education sector. The originating Organizational
Empowerment Scale allows companies to measure and provide clear guidelines that help
employees create change.
In K-12 education, there are empirical studies that explore the various ways in
which empowerment influences teachers and students. Sweetland and Hoy (2000)
expressed that teacher empowerment (TE) is the extent to which teachers’ involvement in
decisions is essential to them and their profession. TE studies associate empowerment
with how it influences student achievement, professionalism, decision-making, and
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working conditions (Ahrari et al., 2021; Al-Yaseen & Al-Musaileem, 2015; Rice &
Schneider, 1994).
In 2006, teachers from Arizona, Kansas, North Carolina, South Carolina, and
Nevada completed The Teacher Working Condition Survey. The survey focused on the
impact of working conditions on five domains: professional development, time,
facilities/resources, empowerment, and leadership (Hirsch et al., 2006a). Out of all the
domains, teachers chose empowerment as one of the top two domains that impacted
student achievement (Hirsch et al., 2006b). However, there is insufficient evidence of a
relationship between TE and student achievement (Squire-Kelly, 2012). Although there
are mixed results on the impact of teachers' empowerment on student achievement, there
is no evidence of empirical research testing if there is a relationship between TE and the
use of culturally responsive practices.
According to Sweetland and Hoy (2000), empowerment in education may
encompass decision-making, curriculum development, professional growth, self-efficacy,
autonomy, management, classroom instruction, and impact. These attributes can be
significant for curriculum adoption committees when adopting ELA curricular materials
for public school students in Grades 3– 5 in New York State. Empowered teachers are
substantial to the curriculum adoption process because curriculum adoption committees
are likely to have teachers with critical thinking skills. These skills and others can lead to
organizational successes because they are able and willing to develop curriculum, adopt
textbooks, and plan instruction (Bogler & Somech, 2004).
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Statement of Purpose
The purpose of this study was to examine the curriculum adoption practices of
LEAs after receiving instructional policies from the NYSED and the USDOE.
Instructional policies originate from the federal level with the enactment of the ESSA and
they proceed to the state educational agency (SEA) level. NYSED is the SEA that enacts
the requirements of ESSA and creates curriculum adoption guidance for its subsequent
LEAs.
The ELA curricular materials in use by teachers and students in New York’s
public schools with Grades 3-5 are the choice of the LEA (NYSED, 2019a). Highquality, culturally responsive curricular decisions can positively affect students' academic
outcomes (NYSED, 2018), while the latter can negatively impact diverse learners (Gay,
2000). To meet the reporting requirements of ESSA, the SEA reports students’ state
assessment scores by demographic groupings. Demographic groups are students’ race,
ethnicity, gender, English language acquisition status, special education status, and
socioeconomic status. A compilation of the scores leads to a school label that will
conclude if the school requires academic improvement to meet the needs of students as a
whole student body or by a student demographic group or if it meets or exceeds
expectations. The local curriculum adoption committees that adopt district-wide
instructional materials that align with the CCSS and meet the cultural needs of
historically underrepresented students are more likely to positively impact students and
their learning outcomes (Bryan-Gooden et al., 2019; Griner & Stewart, 2012; NYC CEJ,
2020). Given that the authority lies with the LEA to determine the curriculum, there is a
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need to research LEA's practices when empowering educators to adopt the ELA
curriculum and CRE strategies.
Research Questions
This study explored the relationship between the level of empowerment and
integration of culturally responsive EBPs of education professionals who engaged in
curricular adoption practices. The following research questions will be in use to build this
notion.
1. To what degree is there a correlation between educators who act as curriculum
adoption committee members or have knowledge of the curriculum adoption
process when measuring their level of empowerment and associating it to the
level of integration of CRE strategies when adopting ELA curricula in
accordance to the Culturally Responsive Curriculum Scorecard (BryanGooden et al., 2019)?
2. How does the degree of correlation differ between the empowerment level for
New York State educators who assist or have knowledge of their LEAs’
curriculum adoption committee’s integration of CRE practices when adopting
curriculum for predominantly non-White student bodies compared to
primarily White student bodies with varying New York State accountability
status?
Significance of the Study
The composition of New York State K-12 students by racial composition in the
2018–2019 school year is included in Table 1.1. Overall, 42% of students identified as
White, while 58% of the remaining students identified as non-White (NYSED, 2020b),
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making non-White students the majority of learners. However, there appears to be a
disproportionate number of students showing proficiency on the ELA state assessment
for Grades 3 to 8. Overall, 51% of students proficient on this standardized assessment
identify as White (NYSED, 2020b).

Table 1.1
2018-2019 Racial Composition of New York State Public LEAs by Student Enrollment
American
LEA Location

White

Black

Hispanic

Asian

Multiracial
Indian

New York State Public LEAs

43%

17.1%

27%

10%

1%

3%

Note. Adapted from “Engage NY: Curriculum,” by New York State Department of Education,
(2020a). (https://www.engageny.org/). Copyright 2020 by New York State Department of Education.

An empowered curriculum adoption committee is essential when adopting
curricula for schools that are primarily non-White because these students are historically
underachieving and need CRE curricula and strategies (Griner & Stewart, 2012).
However, NYSED does not communicate directly with teachers to empower them, nor
does NYSED provide direct guidance on adopting curriculum (NYSED, 2019a). There is
a lack of specific strategies for student bodies, although 58% of New York State students
are non-White (NYSED, 2020a). Therefore, this lack of direction can lead to students
with the greatest needs receiving curriculum and instruction that lacks alignment to
standards and cultural relevance (Gay, 2000).
Given the disproportionality at the state level, this research began at the macro
level of curricula adoption guidance from the state, and it filtered to the local education
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level. The study explored if educators who helped with or knew the curriculum adoption
practice were empowered by their LEAs. Educators who assist with the curriculum
adoption process are essential when purchasing or creating the enacted curricula for
school communities that have primarily non-White students because the committees
make decisions for students who are historically underachieving and need CRE curricula
and strategies (Chingos & Whitehurst, 2012; Gardner, 2007; Griner & Stewart, 2012;
NYC CEJ, 2020).
Definitions of Terms
CRE (culturally responsive education) – class instruction that integrates the
knowledge of the students’ customs, arts, texts, positive frames of reference, art, authors,
and history (Bryan-Gooden et al., 2019).
Curriculum adoption committee – a combined group of teachers, community
members, school building leaders, and school district leaders who work individually, or
as a group, to adopt and enact the subjects that comprise a course of study in a school
(New York State Education Department, 2019a).
ELA (English language arts) – the study and instructional practices that include
the teaching and learning of reading (whole language and/or phonics), writing, speaking,
and listening (New York State Education Department, 2019a).
EVPs (evidence-based practices) – systematic approaches to determine
educational methods that support research studies, have methodological quality, use
effective research designs, and utilize meaningful effect sizes that positively affect
educational methods and strategies (Cook et al., 2009).

21

High-quality instruction – direction from a curriculum aligned with teaching
standards for a correlating content area (Lalor, 2016; Porter & Smithson, 2001).
LEA (local educational agency)– a business or organization responsible for the
teaching and instruction at schools within a particular area or neighborhood. LEA is
synonymous with the title, school district (IDEA, 2017).
State education agency – an organization set up by a particular state within the
United States to supervise the public elementary and secondary schools, or, if there is no
such organization, an officer or agency is designated by the governor or by state law
(IDEA, 2017).
Chapter Summary
An achievement gap exists among young learners in New York State in ELA and
math. Black and Hispanic students in Grades 3-5 continue to score lower than their White
peers in those subjects (NYSED, 2020b).
There is also a gap between the rigor of state academic standards and assessments
and the quality of curricula and instructional materials in classroom assignments (Steiner,
2017). The difference between these instructional factors affects curriculum adoption
committees when they are adopting materials that meet the state’s goals and national
policies. The state’s plan to improve students’ performance in ELA and mathematics for
each subgroup (Black, Hispanic, ELL, and ED) is lofty. The plan depends on school
LEAs selecting materials that support a culturally responsive curriculum. These students
may need more than the existing broad approach of integrating the rigor of the CCSS
with a system that acknowledges the differing needs of their cultures.
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Chapter 2 synthesizes the research literature and studies that support the
significance of the problem. The studies provide background information on instruction
policies, assessments, and student academic achievement differences. Next, Chapter 3
explains the research methodology for acquiring participants and collecting and analyzing
data. Chapter 4 provides the analysis and findings of the study’s conclusion, and
Chapter 5 shares recommendations and suggestions for further research resulting from
the study outcomes.
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Chapter 2: Review of the Literature
Introduction and Purpose
The academic achievement of New York State’s diverse students (NYSED,
2020b) is dependent upon curriculum that the school system uses for teachers to teach
standards rich instruction (Allen & Seaman, 2017) that is culturally relevant and
accessible to all students (Griner & Stewart 2012).
This literature review will examine the purpose of curriculum and its relation to
the academic gap between learners of different races, while exploring government
enacted, standards-based instructional policies from the USDOE and the impact of these
policies on SEAs. The research will continue with the inquiry of SEAs enacted
curriculum adoption policies and compare them to NYSED’s guidance. Subsequently,
there is a review of LEAs and their practices in choosing a curriculum that meets
historically disadvantaged student demographic groups’ deficits.
The literature review will be explored to investigate if curriculum adoption
committees are empowered to seek a curriculum engrained with CRE strategies when
seeking an ELA curriculum for predominantly White educational agencies compared to
primarily non-White educational agencies that include Black, Hispanic, and ED students’
for Grades 3–5.
Instructing Students of Different Backgrounds
Curriculum adoption practices in the United States varies from state to state while
following USDOE guidance (Steiner, 2017; Whitehurst, 2009). The curriculum’s purpose
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is to meet the academic needs of all students while meeting the requirements of the CCSS
(Allen & Seaman, 2017), the SEA, and the LEA. The ESSA (2015) guidelines mandate
the CCSS. The CCSS-aligned curriculum influences how teachers teach and how students
learn (NYSED, 2012; Lalor, 2016). If the curriculum integrates CRE practices, it could
positively impact all students’ academic outcomes, especially those of diverse
backgrounds (Breger, 2017; Dumas et al., 2016; Griner & Stewart, 2012). However,
historically underrepresented groups are still behind White students academically
(Swanson & Stevenson, 2002; The Nation’s Report Card, 2019a, 2019b).
Many New York State school systems’ student bodies differ, and they require
differing curricular resources, texts, and materials. Although textbooks’ primary focus is
on learning content, the Lucy et al. (2020) research found that students of diverse cultures
often used the texts to identify knowledge about their cultures and themselves. The study
by Lucy et al. found that the texts that accompanied the curricular resources for the
enacted curriculum can convey values that legitimatize social and cultural conditions in a
fashion that impacts students’ perspectives of people in and out of their cultural identity.
The representation of people in textbooks can negatively impact or demean students
personally and academically (Gay, 2000), especially if the student and the character are
of a marginalized population (NYC CEJ, 2020). Students’ exposure to text that
insufficiently represent groups can affect students’ self-image (Singleton, 2020) and
narrow their view of groups in society that differ from their own (Lucy et al., 2020).
Lewis (2003) found that students of marginalized groups can be affected personally by
representation in the curriculum in the elementary grades because students of this age are
learning how they identify themselves through lived experiences and textbooks. For
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example, suppose a school community has many students who identify as members of a
marginalized group and the chosen curriculum. In that case, its textbooks, literature, and
other instructional materials may significantly impact their self-image in and out of the
school setting. New York State is a state with diverse communities. Therefore, some of
the LEAs also have various mixes of students in public elementary schools. Figure 2.1
identifies the number of students in Grades 3–5 and their racial identification. Out of the
563,647 public education students in Grades 3–5, more than half of the students
identified as non-White (NYSED, 2020b). The students of color, who are the majority of
students in the state, can be negatively affected by poor instructional decisions (Gay,
2000; Lewis, 2003; Lucy et al., 2020; Singleton, 2020).
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Figure 2.1
2020-2021 New York State Public School Enrollment by Race for Grades 3–5
Number of Students

Number of Students

250,000
200,000
150,000
100,000
50,000
0
American
Asian, Native Black or African
Indian or Alaska Hawaiian/Other American
Native
Pacific Islander

Hispanic or
Latino

Multi-Racial

White

Students' Racial Identity

Note. “New York Education At a Glance: NY State Data; 2020-21,” by the New York
State Education Department, 2020b. (https://data.nysed.gov). Copyright by New York
Education Department.

The State of Academic Success by Race in New York
New York State students who identify as White outperform the demographic
groups identified as Black and ED on the ELA and math state assessments for Grades 3–
8 (NYSED, 2019a). The 2018–2019 New York State Assessment (NYSED, 2019d)
results show that 51% of White students were proficient compared to 36% for Black and
Hispanic students in ELA. In mathematics, 56% of White students were proficient
compared to 32% of Black and 37% of ED students (NYSED, 2020b).
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According to NYSED (2019b), curriculum choices and the adoption of locally
created curricular materials are solely the LEAs’ decisions. If the curricular adoption
process lacks evidence-based criteria for educators and curriculum adoption committees
to follow, it may negatively affect underachieving groups of students. The adoption
process can lack adequate time allocation, training and analytical and examination
measures (Stein et al., 2001). Secondly, the textbooks and materials are more likely to
lack a proven academic impact on students (Blazar et al., 2019) and align with standards,
quality, and rigor, that negatively impacts educational outcomes and teacher pedagogy
(Tepe & Mooney, 2018). This lack of guidance creates a gap in adopting and enacting
instructional policies and negatively affects the most vulnerable student groups.
The State of Academic Success by Race in the United States
Black, Hispanic, ED, and Ell students continue to underperform compared to their
White counterparts (The Nation’s Report Card, 2019a, 2019b). According to The
Nation’s Report Card (2019a, 2019b), the national average of public and private school
White students out performed Black and Hispanic students in reading, math, and science.
The average reading score for fourth-grade students in 2017, who identified as White,
performed 26 points higher than their Black peers and 23 points higher than their
Hispanic peers (The Nation’s Report Card, 2019a, 2019b). Black students across the
United States continue to be one of the lowest groups at achieving their high school
diplomas within 4 years. As seen in Figure 2.2, Black, Hispanic, and American Indian
students continue to lag behind White students, according to the adjusted cohort
graduation rate (ACGR) for public high school students who graduated in the 2019-2019
school year (Irwin et al., 2021).
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Figure 2.2
2018–19, The National Adjusted Cohort Graduation Rate (ACGR) for Public High
School Students
100%
90%

93%

89%

86%
80%

80%

82%

74%

70%
60%
50%
40%
30%
20%
10%
0%
Overal
Graduation Rate

American
Indian/Alaska
Native

Asian/Pacific
Islander

Black/African
American

Hispanic

White

Note. Adapted from “Table 1. Public High School 4-Year Adjusted Cohort Graduation
Rate (ACGR), by Race/Ethnicity and Selected Demographic Characteristics for the
United States, the 50 States, The District of Columbia, and Puerto Rico: School Year
2018-19,” by the National Center for Education Statistics.
https://nces.ed.gov/ccd/tables/acgr_re_and_characteristics_2018-19.asp
Minority students with lower academic achievement rates are more likely to not
graduate from high school, have fewer options for college, attend college at rates, and are
more likely to gain a low economic status (Slavin & Madden, 2006). There is an
achievement between African American/Black, Hispanic/Latino, and American
Indian/Alaskan Pacific students compared to White students. The achievement gap
between non-White students and White students is not a new problem. The achievement
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gap has been evident in the NAEP since it began in the 1970s (Lundetræ et al., 2010; The
Nation’s Report Card, 2019a, 2019b; Vanneman et al., 2009) and throughout the
implementation history of the Scholastic Aptitude Test (SAT) (Dixon-Roman et al.,
2013; Freedle, 2003; Santelices & Wilson, 2010).
Given the negative ramifications that poor academic achievement has on society
(Lundetræ et al., 2010) in the United States, the federal government created educational
policies to improve the problem at the national, state, and local levels. Two significant
federal education policies, No Child Left Behind (NCLB, 2002) enacted by the United
States Congress in 2001 and the ESSA (2015) were created to make a positive impact on
the education of United States students.
Both the NCLB (2002) and ESSA (2015) policies hold the commonality of
expecting academic improvements for historically underrepresented students. The goal of
the two policies was to increase graduation rates through learning standards and
standardized assessments. However, the focus was primarily on testing at the state and
local levels.
Currently, the ESSA (2015) requires that all SEAs, like the NYSED-require
LEAs, such as local school districts or charter systems, to assess and report students’
achievement data annually. LEAs and SEAs report this data for the content areas of ELA,
mathematics, and science for students in Grades 3–12. The report must differentiate the
academic data by student demographic groups. SEAs must specify the student groupings
by including their racial and ethnic identification, gender, the status of ELLs, and
disability status (ESSA, 2015).
Academic Reporting by Student Demographic Group
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Students’ academic reports include demographic identifiers to allow schools,
school districts, states, and the federal government to analyze the information with a
student-centered focus, meeting the requirements of ESSA (2015). When families report
students’ race and native language to their local school district during the student
registration process, it is subsequently used by NYSED for ESSA reporting purposes
(NYSED, 2020c). A student’s label of being ED is derived from a national application
process for free or reduced-price lunch (FRPL) (Kearney et al., 2012).
Students in the United States whose collective household income is less than
130% of the poverty line qualify for free lunches. Those between 130% and 185% of the
poverty measure qualify for lunch at a reduced price (Domina et al., 2018). A school's
identification of social economic status is a proportion of students’ FRPL status (Sirin,
2005). A student’s economic status is relevant because students in poverty are more
likely to struggle with linguistics as the result of limited literature and reading at home
(Cuthrell et al., 2010). This achievement gap widens for students and schools with
predominantly minority students in poverty (Breger, 2017; Huntington‐Klein & Ackert,
2018).
Identifying students who receive FRPLs is a valid measure to predict students’
learning needs and outcomes. Domina et al. (2018) asked, “does socio-economic
disadvantage correlate negatively to student learning outcomes as the final determination
when analyzing 8th-grade data for 8th-grade students?” (p. 541) This current study uses a
correlational approach to compare students’ FRPL status to their academic achievement
determination. Students’ race/ethnicity and ELL identification are the dependent
variables. After studying a sample size of 14,000 eighth-grade students, there is a large
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negative association between students’ FRPL status and educational disadvantage as
determined by ELA test data (Domina et al., 2018). Schools and districts with a high
population of students who identify as ED create cause for further review of curricular
adoption processes while using research as a guide.
Domina et al. (2018) analyzed poverty and schools’ resources’ unique
contributions as they linked to the school-level achievement of 270,000 children in
Grades 3–10, of which 11% were ELLs and 38% qualified for FRPL. The Domina et al.
study had six composite variables: poverty, bilingualism, ethnicity, child risk behaviors,
school resources, and teacher resources. Four models were used to predict students’
grade-level reading achievement with stepwise regression during this associational
approach. Out of all other variables, poverty was the best predictor of students’
assessment scores on the ELA standardized assessment for Grades 3-10. Therefore, the
higher the percentage of students with FRPL, the higher the rate of low academic
achievement unless there were strategies to reduce this outcome.
Contrary to the Domina et al. (2018) results, a study of schools with 90% of the
students eligible for FRPL, which were identified as a minority and high achieving
(90/90/90 school), found different results. Although the participating schools’ student
body had a majority of students of color or ethnic identification and low socioeconomic
status, students could achieve academically, narrowing the achievement gap. Within the 4
years of the study, Reeves (2004) collected evidence from 130,000 students. These
students were from 228 schools in urban, suburban, and rural settings. Site visits and the
historical accountability data review were used to determine the five common
characteristics of the “90/90/90” (Reeves, 2004, p. 240) school communities. The
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findings showed that curricular processes were transparent while emphasizing reading,
nonfiction writing, and math, which led to a school-wide focus on academic achievement
and collaborative scoring of frequent formative and summative assessments (Reeves,
2004).
Choosing Curriculum for Local Education Agencies
When SEAs and LEAs choose high-quality, standards-aligned curricula for their
students, there are many curricular adoption models and practices that they can follow
(Scudella, 2013). Naturally, the adoption process can lead to various outcomes. It can
lead to some curricular options that are of high quality and create positive student
achievement outcomes, while others will not (Opfer et al., 2016). The curriculum
adoption process can become more challenging if the LEA seeks a high-quality,
standards-aligned curriculum (Kaufman et al., 2016) that is culturally responsive
(Coomer et al., 2017; Gay, 2000).
For school systems to implement high-quality, standards-aligned curricula that
meet the needs of LEA students and help to improve teaching practices for teachers, they
can be done in two ways. The LEA can purchase and adopt previously created
instructional materials that include textbooks and software, or the adoption committee
can make the curriculum by using curriculum mapping strategies (Scudella, 2013;
Kaufman et al., 2016).
Curriculum Mapping as a Method for Choosing Curriculum
Some researchers and educators question whether curriculum mapping is the best
method for choosing or creating a standards-based curriculum. Curriculum mapping is a
tool that educators use for planning to align instruction with curricula, state standards,
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assessment practices (Udelhofen, 2005), and school reform. In Shilling’s (2013)
qualitative case study, semi-structured interviews, classroom observations, and a process
to review curricular and assessment documents of 12 teachers were used within the
methodology. The Shilling study examined teachers’ perspectives and experiences when
using curriculum mapping as an instructional resource. The thematic results found that
teachers could stay focused on the academic goal when using curriculum mapping. This
alignment led to an increase in instructional foci between parents and students. They also
found that students’ academic achievement increased when they followed the curriculum
mapping guidance they learned during professional development (Shilling, 2013).
Schutte et al., 2018 studied the impact of curriculum mapping on assessment
integration. The study focused on using curriculum mapping as an assessment that guided
curricular work and student outcomes. Because mapping can generate data, scaffold
findings, and align results, the Schutte et al. creation allowed for macro mapping and
creating a visualization tool to guide their work. They found that the visualization helped
to communicate the data and findings (Schutte et al., 2018). This process may help SEAs
navigate LEAs to a strategy that will implement instructional policies that can impact
standards-based curriculum adoption practices and student outcomes.
Using Purchasing as a Method for Choosing a Curriculum
There are many options for curriculum adoption committees to choose from when
adopting curricula in the United States (Scudella, 2013); however, not all are equal. In
2019, Edreports found that not all curricula create positive academic outcomes for
different demographic groups (LaVania, 2020). Of the 90% of K-12 curriculum materials
on the United States market, 55.3% did not align with the CCSS for ELA, and 69.4% of
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the resources did not align with mathematics within the nonexperimental associational
study. In the Edreports study, 76% of school districts were excluded from the study
because curricular materials were created within the LEA and they were unable to
measure efficiency or impact (LaVenia, 2020). The survey results from the RAND
American Instructional Resources Survey included data from 12 states. The data from
these states were the foundation for the Edreports study. Teachers completed a survey at
the elementary school, middle school, and high school levels. The survey results and
instructional materials were coded and processed through a multilevel analytical structure
to find the outcome variables and the findings (LaVenia, 2020).
Doss and Johnston (2018) found that, at best, 14% of ELA high school teachers
and 35% of middle school math teachers surveyed in Grades K-12 reported having access
to high-quality instructional materials and curriculum (Doss & Johnston, 2018). Bhatt
and Koedel (2012) found that 80% of teachers used textbooks daily to drive instruction,
and more than 50% of students’ lessons centered around this modality. These materials
also included additional tools in this case study.
Students of the Bhatt and Koedel (2012) study used three different math
textbooks. State assessment data determined the students’ academic performance. This
17-year, nonexperimental associational study of 213 school districts found that materials
adopted as a curriculum affected student outcomes (Bhatt & Koedel, 2012). The studies
concluded with the importance of curricular materials and their impact on students’
academic achievement. Although these studies share this sentiment, LEAs struggle to
find and adopt materials that are of high enough quality to affect student achievement
positively.
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Although all LEAs have the freedom to choose any method for determining a
curriculum, if a curriculum adoption committee decides to purchase or create a
curriculum for the students, there should be a decision-making process followed that
includes research of the curricular options, time allocation, training, analytical
examination measures (Chingos & Whitehurst, 2012; Steinke & Fitch, 2017), and cultural
relevance (NYSED, 2018; NYC CEJ, 2020).
SEAs’ Influence on LEAs’ Adoption Practices
School systems, LEAs, and SEAs can help historically underachieving student
groups progress when there is an alignment of instructional strategies, standards
(Kaufman et al., 2016), and a high-quality, culturally responsive curriculum (Gay, 2000).
This goal may be achieved if the SEA guides their LEAs to strategies like those by
LaVenia (2020) and Schutte et al. (2018) that will assist with the implementation of
instructional policies that positively impact the use of standards-based, culturally
responsive curriculum adoption practices (Bryan-Gooden et al., 2019; Gay, 2000; NYC
CEJ, 2020). However, finding a curriculum that is the best fit for the community may be
a challenge at the local and state level—especially if the process lacks a research
component (Bryan-Gooden et al., 2019; Opfer et al., 2016). The lack of an approach can
lead to the continuation of equity disparities, as proven by standardized assessments,
although all students must take the same state assessment (Coomer et al., 2017).
Guidance-Driven Curricular Adoption Process for LEAs
The curriculum adoption process can challenge LEAs’ textbook adoption
committees within textbook adoption policy states because of the vast number of
curricular options. New York State and 29 other states in the United States have local
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education agency-level textbook adoption policies (Zinth, 2005). This means that the
curricular adoption process is at the LEA’s discretion. Without evidence-based criteria
for the adoption committee, this type of adoption policy may lead to a decision-making
process that lacks strategy (Stein et al., 2001) and EVPs (Cook et al., 2009).
Tepe and Mooney (2018) believed that a lack of review or research during the
adoption period can lead to the attainment or creation of instructional materials that lack
standards and rigor for specific demographic groups, therefore negatively affecting
academic outcomes and teacher pedagogy. LEAs’ choices affect teachers by reducing
access to high-quality materials and increasing the use of materials that do not meet
student needs. As a result, educators spend time and money searching for options on
unvetted websites such as “Teachers Pay Teachers” or “Pinterest.” This search requires
extended time and trial and error on the teachers’ parts (LaVenia, 2020).
Bhatt and Koedel (2012) stated that the issues surrounding curriculum adoption
practices will continue given the minimal research for LEAs to incorporate effective
curriculum adoption. However, Allen and Seaman (2017) studied the commonalities of
curriculum adoption practices of open educational resources (OERs) that are now an
option on the market.
Allen and Seaman’s (2017) sought to understand the process that K-12 school
districts use to select curricula materials in the content areas of math, ELA, science, and
social studies. They were also interested in the knowledge and understanding that leaders,
who are responsible for curriculum adoption, had regarding open-education resources as
a possibility. OERs are resources that educators can use for teaching and learning that
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reside on the Internet under “an intellectual property license that permits free use and repurposing” (Allen & Seaman, 2017, p. 5).
Participants of the Allen and Seaman (2017) study included superintendents,
school business officials, and other district-level leaders who were part of the curriculum
adoption process at 584 K-12 school districts from 48 states in the United States and the
District of Columbia. Their research questioned the active participants when LEAs
complete the curriculum adoption process. They found that curricular adoption teams
were overwhelmingly teachers, district administrators, and school principals. Half of
those surveyed said that they invited parents, outside experts, and others to participate in
the process (Allen & Seaman, 2017).
The average LEA spends 6 to 9 months reviewing four or more options. During
this Allen and Seaman study, the school systems gave many reasons for making their
final decision on a curricular choice. The top three reasons resulted from the texts’ levels
of comprehension, their compatibility with current technology platforms and devices, and
cost (Boser et al., 2015). However, none of the final decisions resulted from the products’
alignments with the CCSS (Allen & Seaman, 2017).
When choosing a product on the open market compared to open education
resources (OER), school districts were more likely to select materials from the most
prominent textbooks in the United States (Allen & Seaman, 2017). More than half of the
participants chose a resource from Houghton Mifflin Harcourt, Pearson Education,
McGraw-Hill, or one of their sister companies. However, school districts with less money
to spend per pupil on curricular materials and those with a higher rate of students
identifying as ED were likely to choose Engage NY materials (NYSED, 2020a), which is
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an OER. Interestingly, 14% of LEAs chose an OER, although 19% were “very aware” of
OERs’ existence (Allen & Seaman, 2017; Hilton et al., 2016).
Although studies on OERs are sparse, SEAs and LEAs must know the country’s
current curriculum adoption process and its impact on student achievement.
Consequently, educators may lack the widespread knowledge of finding vetted curricula
because 96% of teachers look up the curriculum and curricular materials on Google,
while 75% use Pinterest as a tool (Opfer et al., 2016). This method of finding materials
leads to various materials with various levels of alignment to standards or academic
expectations. As evident in Allen and Seaman’s (2017) study, LEAs may choose
textbooks and materials that lack alignment with the CCSS and a proven academic
impact on students of all demographic groups in their community. When LEAs make
undocumented decisions (Blazar et al., 2019), based on many reasons—although not with
a research component—it could widen the academic gap for these students.
State Education Agencies Use of CCSS
The CCSS resulted from the efforts of 48 governors from the Council of Chief
State School Officers (CCSSO) and the National Governors Association (NGA) whose
states received a financial offering from the national Race to the Top (RTTT) grant in
2010 (CCSS Initiative, 2010a, 2010b). The RTTT initiative was a competitive funding
source for K-12 school systems within the United States SEAs and LEAs, alike, and they
were able to apply for funding to support four national priorities. The priorities included
pursuing higher academic standards, improving teacher effectiveness, effective use of
educational data in the classroom, and adopting new strategies to help struggling schools
and students (The White House: President Barack Obama, 2012).
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The CCSS aimed to meet three goals: reduce the practice of having fragmented
curricula and assessments that are broad rather than deep, align instruction nationally, and
make all United States students college and career ready (Porter et al., 2011). The mass
adoption of the CCSS created a standard curriculum throughout most states. Some
leaders believed that having common standards would emphasize standards-based
curricula and assessments across most of the United States while, as a byproduct, creating
aligned professional development, teacher practices, instructional materials, and student
achievement (McGuinn, 2019; Porter et al., 2011).
As a result, K-12 educators were expected to teach ELA, literacy, mathematics,
social studies, science, and technical subjects that were all aligned to the CCSS. The
integration within the Grade K-12 continuum was aligned with the ESSA goal of
increasing high school graduation rates for all students of all demographic groups.
For SEAs to meet the CCSS goals, they enlisted LEAs to meet the expectation of
ensuring that the instructional topics, concepts, and skills that teachers instructed and
assessed were derived from the CCSS (Martone & Sireci, 2009). SEAs assess the
standards on standardized assessments while teachers assess them on formative
assessments. In addition to testing, SEAs use the CCSS to define students’ learning
expectations in specific content areas and grades while influencing the curriculum to
prescribe the systematic way teachers teach and measure students learning of the
standards (Louisiana Department of Education [LDOE], 2020c). SEAs and LEAs must
organize these efforts because more is necessary to enact them. The standards do not
advise educators in pedagogical approaches, require specific instructional materials
(CCSS Initiative, 2010a, 2010b), or integrate culturally responsive methods (Gay, 2000;

40

Griner & Stewart, 2012), although the combination of these pedagogical practices creates
the enacted curriculum (Lucy et al., 2020).
CCSS States
The originating CCSS adoption states included 41 states, four United States
territories, the District of Columbia, and the Department of Defense Education Activity
(CCSS Initiative, 2021). These states and territories shared the same goal of creating
college and career-ready graduates by offering or suggesting curriculum resources for
Grades K-12 in ELA, math, and science (ESSA, 2015). They also guided their LEAs to
help them navigate the enactment of the CCSS at the local level. However, although these
states followed the same overarching guidance, achieving the goal differed along with
students’ academic outcomes (The Nation’s Report Card, 2019a, 2019b; Vanneman et al.,
2009).
The forthcoming section analyzes two CCSS adoption states that were responsible
for adopting and enacting curriculum. This researcher compared New York State and
Louisiana to examine how they led their LEAs to choose curricular resources during their
curriculum adoption period.
Comparison of CCSS States: New York State and Louisiana
New York State and Louisiana are both CCSS states that have been striving to
meet the four national priorities and three common core goals (CCSS Initiative, 2021;
ESSA, 2015). However, when comparing New York State and Louisiana’s NAEP
reading scores between 2011 and 2015, Louisiana’s students’ average scores increased by
6 points while New York States’ increased by 1 point (The Nation’s Report Card, 2019b).
Durand et al. (2016) found that school systems successfully implemented the CCSS when
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the overseeing leadership was proactive at enacting them with fidelity as described. Each
of these states had different academic outcomes, although they had adopted the same
standards for teaching and learning. A subsequent comparison explains the similarities
and differences of each state and how they affected student outcomes.
New York State. New York State is responsible for providing CCSS curricular
guidance to 732 LEAs (NYSED, 2020b). The 732 LEAs in New York State share the
same goal of having proficient college and career-ready students, although all LEAs have
the freedom to choose any method for determining the curriculum for their students
(NYSED, 2019b).
New York State leads its LEAs to adopt curriculum with guidance within some of
its literature that educators can download from the NYSED (2020a) website. The website
offers suggestions of curricular maps, modules for math and ELA, and content-specific
assessment tools. There are also PowerPoint presentations for professional development
training if the LEA chooses to use the resource (NYSED, 2012, 2020a).
To adopt curricula for all students, NYSED encourages teachers and school
districts to collaborate to create a CRE standards-based curriculum that meets all
students’ needs and supports teaching practices. As a professional development series
that focuses on aligning individual units, curriculum alignment can occur periodically or
regionally during the school year (NYSED, 2020a). A summer curriculum writing
institute and vertical grade-level collaboration is another approach with educators’ teams,
each assigned to revise or develop a different unit (NYSED, 2019b).
Curriculum choices and the adoption or adaptation of locally created curricular
materials are solely the LEA decision in New York State. Each local school system
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controls its curriculum, contents, the sequence of concepts, and skills necessary for
students to make maximum progression in correlation with the New York State standards
(NYSED, 2019b). However, NYSED does provide curricular modules and curricular
maps for Grades K-12. These options are available for ELA and mathematics content
areas. After accessing these tools on the EngageNY website, schools and districts can
adopt or adapt them for local purposes (NYSED, 2020a).
To evaluate the method by which local school systems enact the state’s guidance
in adopting or adapting curricula to meet the requirements of the CCSS, Durand et al.
(2016) completed a multiple case study to compare the strategies of LEA leaders. The
participants of the study represented the district and school levels. The leaders from nine
New York State elementary schools provide their opinion of the CCSS during its
implementation. Six schools identify as “odds-beating schools” (Durand et al., 2016,
p. 52) ,with 90% of the student population being non-White, with 90% of the student
population receiving FRPLs. However, Kearney et al. (2012) found that state assessment
achievement results were at 90% or better.
Moreover, the remainder of the schools were “typical schools” (Durand et al.,
2016, p. 52). These titles originated from the schools’ 2012–2013 standardized
assessment scores for Grades 3–5 in the content areas of ELA and math. Both traditional
and odds beating schools had similar student demographic groups and included students
who were identified as ED. The school’s identification was the result of students’ state
assessment scores. Based on the average of Z scores from the regression analysis, the
traditional school was overperforming the odds beating school when one standard
deviation was more significant than 1. The typical school’s identification was within a
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quarter of a standard deviation. The software tool, NVivo10, provided the analysis
results. The analysis process also included a coding scheme to analyze the data collected
from the semi-structured interview protocol. They followed cross-case comparisons,
source, and researcher triangulation (Kearney et al., 2012).
There were noticeable differences and similarities when comparing the
achievement of students from different school districts within the state (NYSED, 2020b).
However, the New York State schools and school districts received the same guidance
from NYSED to enact the CCSS timelines and implement instruction (NYSED, 2019b).
Interestingly, the leadership approaches at odds beating schools were like typical schools
(Kearney et al., 2012). The investigation was inclusive in three areas during the case
study: the need-to-know strategies that district officials employed to frame the adoption
and the implementation of CCSS and how they compared schools and school districts.
There was a need-to-know way to research how district and school leaders “craft[ed]
coherence” (Kearney et al., 2012, p. 239).
Overall, the district leaders’ leadership strategies in Kearney et al. were proactive
and adaptive while they utilized bridging, buffering, brokering, and communication
strategies. Five out of the six odds beating schools’ district-level leaders reported that
they proactively began the adoption process before receiving guidance from NYSED.
However, all of the leaders deployed this work differently. The leaders used
communication strategies to build trust, align or request resources, and coherency
(Kearney et al., 2012).
While doing this work, the district-level leaders of the odds beating schools
strategically chose to structure the adoption timeline of the CCSS. However, the timeline
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used differed from the state’s timeline for implementation. The district-level leaders’ goal
was to protect or buffer the school administrators and teachers from implementation
fatigue while also restructuring positions and resources. These leaders partnered with
agencies and districts to provide professional development and hired more instructional
coaches to support their teachers (Kearney et al., 2012).
The typical school leaders reported not knowing about the CCSS before the
NYSED’s mandate for implementation. When these leaders did learn of the requirement,
they, in turn, immediately required that their school leaders adopt and use the New York
State modules for ELA and math. Once the work began, these typical school leaders
refrained from reorganizing resources to support the implementation because they did not
receive additional state funding. If training was necessary, the leaders sent a few district
leaders to the originating training and had the district leader turnkey the training to the
staff (Kearney et al., 2012).
The differences in academic outcomes and CCSS adoption practices were notable
when comparing the odds beating schools with the typical schools. These differences
were due to initiative-taking and adaptive leadership strategies that created district-wide
coherence. The leaders of the odds beating districts with elementary schools created a
cyclical plan that involved all stakeholders in a cumulative fashion that made it
comfortable for all to enact. Ultimately, this guidance and leadership created positive
academic outcomes for students when comparing state assessment scores (Kearney et al.,
2012).
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Louisiana. In response to historically low student achievement, federal and state
instructional policies like RTTT, the CCSS, and Louisiana’s curriculum adoption
practices made significant changes to its practices, policies, and the overall organization.
These changes revolved around reciprocal communication from Louisiana, the SEA to its
LEAs with user-ready, standards-aligned resources; data-driven decisions; and researchdriven practices (Baird et al., 2019).
In Louisiana, all school systems can purchase instructional materials that meet the
needs of their local communities. The LDOE led an online review of the instructional
materials to find the degree of alignment (Tier 1 – Exemplifies quality, Tier 2 –
Approaches quality, Tier 3 – Not representing quality) with state content standards to
support the school system with these decisions (LDOE, 2020a, 2020b). Each local school
system had access to EBPs as a resource for deciding their use. The SEAs’ guidance
allowed LEAs to make the appropriate decisions with sufficient guidance to meet their
students’ educational needs.
Louisiana enacted five state policies and resource options for its LEAs. The new
practices incorporated the mandate to use CCSS-aligned assessments and materials, an AF achievement rating for schools, a tiered rating system, and rubrics as a curriculum
adoption guide. The guide also provided a professional development catalog of offerings
aligned with the curriculum, a platform for LEA collaboration, and funding incentives
tied to the resources’ uses (LDOE, 2020a, 2020b).
The LDOE created a three-tier system for rating curricula to lead LEAs during
their curriculum adoption process. The resource is on the LDOE website for teachers,
administrators, and school district leaders to use when they considered adopting a new
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curriculum. LSDE used the tiers as a rating system to compare standards-based curricular
materials. Tier 1 encompassed high-quality materials, Tier 2 identified quality, and Tier 3
lacked quality (LDOE, 2020a).
The LDOE also provided LEAP 360 as an assessment resource for teachers and
school administrators. LEAP 360 was an online assessment tool that allows practitioners
to create formative and summative assessments pulled from a database of CCSS-aligned
questions. The database provides questions for the areas of ELA and math. These
resources are aligned with improving K-12 academic outcomes for all students in the
state of Louisiana (Kaufman et al., 2019).
Kaufman et al. (2019) completed a case study on the sampling of Louisiana’s staff
to gain their reaction to implementing the new policies, resources, and incentives. To
achieve this study, the researchers captured the fidelity of implementing these new
processes from teachers, school administrators, and central office staff. Surveys and
interviews collected data to chunk themes and capture implementation findings.
To measure the impact of curricular adoption methods, they found that all
administration and some teachers used the LDOE website to review curricular options.
This guided resource helped leaders adopt a new curriculum or analyze their existing
materials. Although most could not verbalize content within the in-depth reviews of the
curricular options, there was evidence of their implementation (Kaufman et al., 2019).
The findings differed as the researchers gathered evidence from the summative
assessment tool. Most of the staff knew of the optional summative assessment generator
LEAP 360; however, because LEAP 360 was an optional resource, none of the school
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sites adopted it as their sole method for creating formative and summative assessments
(Kaufman et al., 2019).
Lastly, all interviewees knew that the LDOE offered a catalog of professional
development offerings on the LDOE website (LDOE, 2020b). However, because of the
professional developers being from outside agencies and companies, most teachers and
administrators did not use them to impact instructional practices and student outcomes.
Surveyed staff from the four sites within the study stated that they preferred to use their
team to lead professional development for the teachers (Kaufman et al., 2019).
Kaufman et al. (2019) discovered that although 100% of the staff had access to
the resources, not all staff used the resources up to 2 years after implementation. They
noticed that the percentage of practitioners who followed the state’s methods for adopting
high-quality materials, creating standards-aligned assessments, and providing
professional development increased their performance and use of the materials. This
work originated from the common vision under the shared vision entitled Louisiana
Believes (LDOE, 2020b) to meet their local needs.
To correlate the alignment of CCSS to instructional practice and student academic
achievement, Kaufman et al. (2016) utilized survey results from the RAND Corporation’s
American Teacher Panel (ATP). The mathematics and ELA teachers of the ATP
compared responses by Louisiana teachers to those of teachers in other CCSS adoption
states. Out of the 2,700 K-12 teachers who participated in the survey, teachers from
Louisiana used curricula aligned with the CCSS at a higher rate than other teachers. They
also demonstrated a better understanding of the standards and reported implementing
more instructional activities aligned with them. Because of the Kaufman et al. (2016)
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phenomenological qualitative study, teachers in Louisiana used more high-quality,
standards-aligned instructional materials than educators in other states. It was suggested
that the increase in usage of quality instructional materials was due to the support given
at the state level. According to the findings, Louisiana teachers could pull from a list of
high-quality resources provided in the state. These teachers were 30% more likely to
utilize instructional materials than other states’ CCSS adoption state teachers. Ultimately,
students also utilized CCSS skills and strategies as a result of the teachers’ use of texts
and materials aligned with the CCSS (Kaufman et al., 2016).
Examination of New York State and Louisiana’s Enactment of Standards
New York’s State and Louisiana SEAs are CCSS adoption states (CCSS
Initiative, 2010a, 2010b). They shared the same goal of creating college and career-ready
graduates (LDOE, 2020b; NYSED, 2017). The combination of these agencies offered
curriculum resources for Grades K-12 in ELA, math, and science on their local websites.
However, although both states followed the same overarching guidance, the method of
achieving their goal differed.
NYSED’s resources are on the EngageNY website, but the necessary materials
are in various locations on the website (NYSED, 2012, 2017, 2020c). A user would have
to use different links on the website to access the guidance document, module, module
updates, and curriculum map. Curriculum seekers in Louisiana can download the guide
that explains how to self-assess, choose, and adopt high-quality resources with a
standards alignment (LDOE, 2020b).
New York State LEAs can adopt or adapt the state’s curricular modules; however,
NYSED does not supply evidence of alignment to the CCSS. Although these resources
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reference the criteria, it is not clear if they are of high-quality. LEAs can adopt materials
from any vendor; however, there is no guidance on comparing resources. If the LEA
chooses to write their curriculum, they have the CCSS resource to reference and verify
alignment (NYSED, 2019a).
Comparatively, Louisiana LEAs could also choose curricula from various vendors
from around the country. To narrow down their options, district leaders could find an
explanation of the three-tiered system that rated curriculum from math, ELA, and science
(LDOE, 2020a, 2020b). This SEA also empowered its leaders to rank the product and
summarize their findings with the rubric.
Given the lack of associated guidance, it may have been challenging for an LEA
in New York State to align classroom instruction to the CCSS, curriculum, and
assessments compared to those in Louisiana. In the study by Durand et al. (2016), school
districts that successfully adopted and implemented the CCSS in New York State, as the
leadership described them, were more likely to have more positive outcomes than leaders
who were not proactive. However, in the Kaufman et al. (2019) study, teachers in
Louisiana were more likely to use the CCSS in their daily instruction because of the
communication and guidance from the state level. Moreover, teachers and administrators
at the district and school levels clearly understood the state’s expectations and guidelines
for curriculum adoption, professional development, and assessment resources (Kaufman
et al., 2019).
Chapter Summary
Each CCSS adoption state submitted and received feedback on its proposed
application that explained how it would enact ESSA’s guidance and increase graduation
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rates for all students. New York State and Louisiana chose to adopt the CCSS to meet
this goal. With their adoption application, each state adopted the CCSS. Although the
CCSS are the same for all states, there are commonalities and differences between the
CCSS adoption states like New York State and Louisiana.
The overarching commonality between these two states is that they share the goal
of positively influencing academic outcomes for students of all demographic groups
while utilizing standards-based curricula, instructional practices, and materials (Porter et
al., 2011). For the two states to align with the expectation of the CCSS, they should
mutually consider ways to share suggestions that allow educators to access and use
resources while networking. These two institutions also offer guidance to teachers and
administrators on methods to adopt the enacted curriculum (McGuinn, 2019).
However, regarding the enactment of CCSS-aligned curriculum, the two states
differ. NYSED’s guidance on how LEAs should adopt curricular materials differs from
Louisiana’s practices. However, the two states are similar in that they have the same
direction and expectations from the federal ESSA’s guidelines. Differences in
instructional adoption practices lead to differing student achievement and professional
development outcomes.
New York State has an achievement gap between Black and White students. The
students with the greatest need for academic support are minority students, especially
those who qualify for FRPL (NYSED, 2020b). Although New York State may want to
empower LEAs to make decisions for their communities, the guidance does not lead them
toward a straightforward decision-making process (NYSED, 2019b). After analyzing the
annual achievement data, the guidance from the SEAs does not appear to meet the
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student bodies’ needs. There is a misalignment of the CCSS, the ESSA, and the needs of
the students (NYSED, 2019a, 2020b, 2020c).
In comparison to Louisiana, New York State does not supply clear guidance to
school systems in a fashion that allows them to choose a high-quality curriculum
confidently. EngageNY (NYSED, 2020a) offers standards-aligned materials; however,
there is no evidence that the resources are high-quality and aligned to the CCSS.
Compared to New York State, the LDOE influences educators and leaders to
choose curriculum democratically. This method allows LEAs to utilize the state-supplied
guidance and vetting procedures to select the curricular materials that align with the
needs of the students within the learning community (LDOE, 2020a).
More guidance may be necessary to help New York State’s LEAs to choose highquality curricular resources. Martone and Sireci’s 2009 study stated that the agreement of
standards for professional development, curriculum, materials, instruction, and
assessments work, as an integral system that improves student outcomes and teacher
performance, is apparent by student proficiency data. In combination with EVP,
classroom strategies (Swanson & Stevenson, 2002), and culturally responsive practices,
state activism may create positive change for both teachers and students (Gay, 2000).
LEAs will close the achievement gap between White and non-White students and meet
the instructional policies at the federal and state levels. According to Stein et al. (2001), if
states empowered school administrators with the knowledge of how to interpret
educational research data and ways to choose high-quality curricular materials, it might
reduce the negative impact on teachers’ instructional practices and students’ learning and
academic achievements. In addition, Dumas et al. (2016) posited that states must find
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more stringent ways to ensure that policies that aim to improve educational outcomes for
non-White students effectively adhere to reducing adverse educational effects on those
learners (Dumas et al., 2016).
Chapter 2 provided the background behind the need to study the correlation
between LEAs that lack specific guidance from their state education agency. The
background literature and studies in Chapter 2 provided insight into how policy at the
federal and state level can impact learning outcomes for students by way of curriculum
practices and resources. Chapter 3 explores the methodology that investigate how the
study addressed a gap in the literature. Chapter 3 also exhibits the research design,
context, targeted participants, instruments, and procedures that investigated the
association between TE and culturally responsive practices.
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Chapter 3: Research Design Methodology
Introduction
Chapter 3 provides an overview of the research methodology for this quantitative
correlational study. It describes the study participants, procedures, data collection, and
analysis specifically correlated between curriculum adoption committees’ empowerment
and curriculum adoption practices when seeking a culturally responsive ELA curriculum
for New York State students in Grades 3–5.
The academic achievement of Black and Hispanic students compared to their
White peers in Grades 3–5 for English and math is concerning. Upon further review of
this achievement gap, multiple factors have contributed to the disproportionate amount of
low-performing, non-White students that are out of their control or sphere of
responsibility (Allen, 2011; Balsam et al., 2011; Breger, 2017; Gay, 2000). Systemic
oppression exists in K-12 academia, and the inconsistent efforts of policy makers and the
lack of financial stability when supporting the administration of teaching and learning can
create high-risk, low-achieving students who are primarily students of color (Anderson &
Coleman-King, 2018). To help with the improvement of the academic success rates for
Black and Hispanic students in Grades 3–5, instructional leaders may want to change
their methods by looking through a cultural lens when choosing ELA materials that meet
instructional standards (Bryan-Gooden et al., 2019; Gay, 2000; New York State
Education Department, 2018a). Educators should embrace and integrate students’ race,
ethnicity, national origin, and historical impact when adopting academic materials for
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diverse learners (The NYC Coalition for Educational Justice, 2020). The change in
curriculum adoption strategies may positively impact students’ engagement,
performance, social interactions, and self-esteem (Allen, 2011). The change in pedagogy
and curricular materials can increase educational access and equity for all students
(Bryan-Gooden et al., 2019; Gay, 2000; Lee et al., 2011). SEAs, such as New York State,
acknowledge that change in curricular adoption practice is a top priority, and they have
implemented policies that aim to reduce these barriers and lessen the achievement gap.
Implementing changes to instructional and curricular adoption strategies are needed to
meet all students’ needs rather than using a broad, color-blind, standards-based approach
(Lopez, 2003; Thompson & Allen, 2012). Non-White students of New York State
continue to underperform compared to their White counterparts (NYSED, 2020b). The
non-White students’ educators have used strategies that have been not culturally
responsive, and they have not been tailored to the children’s differences because of a lack
of teachers’ professional training and perceived color-blind practices (Ngai, 2004;
Welton et al., 2015). SEAs lack influence when leading LEAs to create diverse coalitions
of educators who have the dedication and determination necessary to construct a
culturally and racially competent community (Anderson & Coleman-King, 2018). The
adoption of standards-aligned curricular materials that reflect all students of diverse
backgrounds can positively impact instructional outcomes for all students (Coomer et al.,
2017).
While there is independent research concerning TE and the impact of culturally
responsive practices on students’ instructional outcomes, before this study, there was no
such research combining the two. Moreover, there is no research on the correlation
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between TE and culturally responsive practices when adopting the ELA curriculum and
its materials. This study sought to understand the correlation between educators’ level of
empowerment as they worked as curriculum adoption committee members to CRE
practices when adopting the ELA curriculum for students in Grades 3 to 5.
Purpose
This study reviewed ESSA, a federal instructional policy (2015) and proceeded to
review New York State. NYSED authorized and created curriculum adoption guidance
for its subsequent LEAs. New York State, LEAs make curricular adoption decisions, at
their discretion, without mandates or requirements from the SEA. A curriculum that is
not high in quality or culturally responsive can negatively affect students’ academic
outcomes (Anderson & Coleman-King, 2018; Huntington‐Klein & Ackert, 2018; Lewis,
2003; Williams, 2011). This study sought to find a correlation between LEAs’ curriculum
adoption committees’ level of empowerment, the curriculum adoption committees’ use of
CRE practices while exploring elementary educators empowerment when adopting a
culturally responsive ELA curriculum.
Teachers who are empowered are respected and given the tools to make informed
decisions that impact their school communities (Al-Yaseen & Al-Musaileem, 2015).
When teachers are empowered, they are integral to positively affecting the school
community and students’ academic performance (Özkan Hıdıroğlu & Tanrıöğen, 2020).
The New York State culturally responsive-sustaining framework (NYSED, 2018) is an
unfunded mandate, without accountability, to prove that LEAs are implanting the
strategies of mandate. This study sought to investigate if there is a correlation between
the previously stated teachers’ level of empowerment when using the Teachers
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Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020) and their integration of
culturally responsive strategies according to the Culturally Responsive Curriculum
Scorecard (Bryan-Gooden et al., 2019).
Research Questions
Quantitative, nonexperimental methods were used to correlate curriculum
adoption committees’ levels of empowerment when adopting the ELA curriculum for
Grades 3–5 in New York State public schools while using CRE practices. The following
research questions guided this study.
1. To what degree is there a correlation between educators who act as curriculum
adoption committee members, or have knowledge of the curriculum adoption
process, when measuring their level of empowerment and associating it to the
level of integration of CRE strategies when adopting ELA curricula in
accordance to the Culturally Responsive Curriculum Scorecard (BryanGooden et al., 2019)?
2. How does the degree of correlation differ between the empowerment level for
New York State educators who assist or have knowledge of their LEAs’
curriculum adoption committees’ integration of CRE practices when adopting
curriculum for predominantly non-White student bodies compared to
primarily White student bodies with varying New York State accountability
status?
Research Design
This study used a quantitative, nonexperimental design to examine the
relationship between elementary educators’ level of empowerment and the committees’
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integration of CRE practices when adopting the ELA curriculum for Grades 3–5. The
application of quantitative research methods was applicable because nonexperimental
quantitative methods depend upon collecting and analyzing numerical data based upon
examining an independent variable and comparing relationally dependent variables (Frey,
2018). When creating a correlation, both variables must be quantitative in the form of
numerals or ratios (Chao, 2018). This study used a correlational research design to
explore the relationship between empowerment theory and elementary educators’
knowledge of the curriculum adoption committees’ integration of CRE practices when
adopting the ELA curriculum for Grades 3–5. A quantitative correlation design
statistically measured the relationship or association between the tested quantitative
variables. The correlated variables were the Teacher Empowerment Scale score (Özkan
Hıdıroğlu & Tanrıöğen, 2020) and the Culturally Responsive Curriculum Scorecard score
(Bryan-Gooden et al., 2019). The results provide a correlation coefficient with a negative
or positive correlation (Shapiro, 2011).
Correlations statistically calculate the relationship, or association, between two or
more quantitative variables that show the direction and strengths of that relationship or
connection (Frey, 2018). The results provided a correlation coefficient with a value
between –1.00 to +1.00; –1.00 indicated a negative correlation, 0 indicated no relation,
and +1.00 showed a positive correlation (Chao, 2018; Shapiro, 2011). This study used
correlational research because it is a tool traditionally used extensively in studies for the
social sciences and TE (Özkan Hıdıroğlu & Tanrıöğen, 2020).
As the empowerment level was measured for this study, it was associated with the
implementation score of the Culturally Responsive Curriculum Scorecard (Bryan-Gooden
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et al., 2019) when adopting ELA curricula. The Teacher Empowerment Scale’s (Özkan
Hıdıroğlu & Tanrıöğen, 2020) level of empowerment was the independent variable, and
the score from the 2019, Culturally Responsive Curriculum Scorecard was the dependent
variable. After finding the correlation between the variables for the overall population,
the stratified groups’ correlations were also examined and compared. The stratification
was organized by the study participants’ position as educators, the LEAs’ racial
composition of the student body, and the LEAs’ accountability status. The LEAs’ racial
composition was determined by using the NYSED (2020b) website to review the school
systems’ percentage of White and non-White students. The LEAs with 50% or more of
the student body with the racial identification of White were placed in one category. The
LEAs with 50% or more of the student body identifying as non-White were placed in a
different category. To determine accountability status, the results of the annual New York
State ELA assessments led to an accountability status of comprehensive support and
improvement (CSI), targeted support and improvement (TSI), or in good standing (GS).
The 2018–2019 state assessment data of students in Grades 3–5 for ELA was an indicator
for comparing school systems by their accountability status. Elementary schools in New
York State began with a CSI designation unless the LEA appealed the designation
(NYSED, 2020c).
NYSED made CSI identifications every 3 years from the ELA performance
determination. The outcome was based solely on the schools’ results for “all students.”
The decision for the identification has been made every 3 years, beginning with the
2018–2019 school year. New York State used the same methods to identify TSI schools.
However, the TSI identifications resulted from the performance of subgroups rather than
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the all students group. Also, the TSI results are reported annually rather than every 3
years. A school that did not have a TSI or CSI school identification was automatically
placed in the GS group (NYSED, 2020c).
Accountability for subgroups or demographic groups met the ESSA requirements
of accountability. The student subgroups were American Indian or Alaska Native, Black
or African American, Hispanic, Latino, Asian or Native Hawaiian/Other Pacific Islander,
White, multiracial, ELL, students with disabilities (SWD), and ED students (NYSED,
2020b, 2020c). This study compared school systems with predominantly non-White
student bodies to predominantly White school systems because Black and Hispanic
students have not been achieving academically at the same rate as White students.
Research Context
Since 2006, the NYSED SEA has required public education students in Grades 38 to participate in annual state assessments in ELA (NYSED, 2019a, 2022a) to meet the
RTTT guidelines (Serdyukov, 2017). In 2011, the New York State Board of Regents
(NYSED, 2019b) adopted the CCSS along with other U.S. states and aligned its annual
standardized assessments to the standards (NYSED, 2012). New York State teachers
followed guidance from their LEAs regarding curriculum guidelines and teaching
materials. The curriculum adopted and used by the LEAs included the materials and
lessons that teachers used to teach content to their students. The curriculum and its
materials impacted teaching, learning, and student academic successes for all students in
the LEA and SEA. However, Black and Hispanic public education students in New York
State are underperforming academically compared to White students on standardized
state assessments that assess the CCSS (NYSED, 2020b; Thompson & Allen, 2012).
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This study also explored if empowerment theory affected the selection process for
LEAs’ curriculum adoption committees when choosing curriculum. This study targeted
participants who were certified New York State educators who work from the
positionality of an educator of any race with the title of teacher, instructional coach,
school building, or school district leader with various levels of experience and years of
service. At the time of this study, the educators were responsible for the instruction of
students of different races and ethnicities from a New York State suburban, rural, or
urban learning community. The learning communities’ student enrollment varied by size
and composition from less than 1,000 with a predominantly White student population to
greater than 100,000, with the majority of the students being non-White. The educators’
LEAs’ had CSI, TSI, or GS as an accountability status. The educators’ positionality
varied to such a large degree that their experiences can impacted their response to the
Özkan Hıdıroğlu and Tanrıöğen’s (2020) Teacher Empowerment Scale as a method of
determining empowerment and its correlation to the Culturally Responsive Curriculum
Scorecard (Bryan-Gooden et al., 2019) score when measuring the integration of CRE
practices during LEAs’ curriculum adoption practice. The study participants’ level of
correlation was specific to curricular adoption practices when adopting the ELA
curriculum for Grades 3–5. This study sought to find if the participating educators in
connection with the curriculum adoption committee, who pursued the LEAs’ ELA
curriculum for public school students in Grades 3–5 integrated CRE practices. The study
participants’ positionality by locality and employment as an educator were examined
concerning the LEAs’ student body and accountability status as determined by students’
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academic proficiency on the annual New York State ELA standardized assessment scores
collectively as a school system.
The research topic began at the macro level of curricula adoption at the SEA
level, the LEA level, and the curriculum adoption level. Curriculum adoption committees
can include teachers, parents, community members, school building leaders, and school
district leaders (National Institute for Excellence in Teaching, 2020). Due to the high
probability that the curriculum committee would have more participants in the field of
education, with more classroom teachers, former teachers in the role of school building
leader, or instructional leader from the school district level that oversaw the curriculum
adoption process, this study targeted teachers, instructional coaches, building
administrators, and district administrators from rural, suburban, and urban public
education agencies and Boards of Cooperative Educational Services (BOCES) contracts
with most New York State School districts except for the “Big Five,” consisting of
Buffalo, Rochester, Syracuse, Yonkers, Utica, and New York City (New York State
School Boards Association, 2022)
Sampling
Purposive sampling was used to target the appropriate participants through data
obtained from the 2018–2019 New York State ELA assessment data for Grades 3–5. The
study used a cross-sectional approach to implement the purposive sampling process
because it was a method to gain a snapshot examination of the participating educators’
level of empowerment and working knowledge of CRE practices. A cross-sectional
survey collects information from purposive sampling at one point in time (Lavrakas,
2008). To gain study participants, the purposive and voluntary sampling process began
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with the researcher contacting unknown educational leaders in the BOCES system,
known educational leaders across New York State, and elementary principals for schools
that included Grades 3–5.
BOCES was contacted to ask for volunteers to participate in this study. BOCES is
a public organization with an overseeing board that unifies school districts, pools
programming, and provides services to lessen costs for the component districts (New
York State School Boards Association, 2022). Superintendents and instructional leaders
from the 37 regional BOCES (Appendices A & B) were contacted by email (Appendices
C & D) because they partnered with the school district and school building leaders from
their component school districts.
School principals and district-level instructional leaders of the Big Five districts
received an email directly to their work email address or via LinkedIn messaging to
request their participation in the study. Curriculum and instruction school district leaders
were searched by title in the locality of New York State to seek participants. Through the
professional version of LinkedIn, the cover letter and survey link were sent to the leaders
through the platform’s messaging system. Instructional leaders of the Big Five also
received an email with the cover letter and the survey link. Participants did not receive a
request for any personal information.
The process for gaining access to school leaders continued by downloading a list
of all New York State public elementary principals. NYSED’s Information and Reporting
Services (IRS) directory was used as a resource to access the New York State database
containing the list of public school principals’ contact information with email addresses
from NYSED (2022c) administrators’ website. The information was utilized to create a

63

listserv of public school principals of schools with Grades 3–5, and an email invitation
was sent to 2,500 school principals of Grades 3–5 students. Unfortunately, limitations
within the researcher’s email prohibited all emails from being delivered. The number of
emails to reach principals with Grades 3–5 out of the 2,500 is unknown.
Out of the 2,500 possible emails, 54 school and BOCES leaders responded to the
email, and 20 school principals sent auto-reply messages stating that the leader was out of
the office; 52 emails were sent to New York State public school district instructional
leaders to request participants via LinkedIn. To promote additional responses, the Central
New York Reading League received the letter with embedded links with a request for
further distribution. The Reading League allowed the letter and link to be shared on their
Facebook page.
Thirty-two known educational leaders were emailed and asked to complete or
share the survey with educators within their LEA who met the study target. The use of
personal contacts assisted with the purposive sampling method and led to an increase in
the distribution of the survey tool to the larger study population. The researcher provided
the cover letter and survey link directly to the administrators known as instructional
leaders or those who assisted with adopting the ELA curriculum for Grades 3–5.
Research Participants
The study participants were all employed as educators by a New York State LEA
within elementary Grades 3–5, and the ELA assessment data was from the 2018–2019
school year. NYSED defines an elementary school as a school with a minimum of one
grade below Grade 6 and no students in grades higher than Grade 9 (NYSED, 2020b).
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At the time of this study, a total of 2,519 elementary Grade 3 students resided in
elementary or K-9 schools in New York State (NYSED, 2021b). The participants for this
study needed to be able to associate with a curriculum committee member who was
responsible for curriculum adoption or the participants had to be educators who knew the
curriculum adoption process for the approximately 194,408 students who completed the
ELA state assessment in the 2018–2019 school year (NYSED, 2020b).
The targeted study population included representation from the 731 public school
districts in New York State including Grades 3–5. Purposive sampling was used by
emailing an introductory letter asking the recipients to complete or further distribute the
emailed letter that contained an embedded link to the survey and an additional link was
inserted to connect to information about the study.
Of the 88 educators who participated in the study and disclosed their certified
position, 32 (36.3%) identified as certified teachers, three (3.4%) were certified as
instructional coaches, 10 (11.4%) were accredited school building leaders, 17 (19.3%)
were certified school district leaders, two (2.3%) chose Other, and 24 (27.3%) decided
not to disclose their positions. A summary of the study participants’ certifications and
work as educators can be found in Table 3.1.
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Table 3.1
Total of Survey Participants by Certification and Position
Respondents (n = 88)

Total

% Of Total

32

36.3%

3

3.4%

Certified School Building Leader

10

11.4%

Certified School District Leader

17

19.3%

2

2.3%

24

27.3%

Certified Teacher
Certified Teacher as Instructional Coach

Other
Did not disclose

The survey participants were of diverse racial identities. Most of the survey
respondents who answered the demographic question about their race self-identified as
White at 80.6%. The second-largest group of participants were of Hispanic descent at
10.5%. The African American educators were 7.4% of the participant total who
completed the survey. The last group to complete the study were the participants who
identified as Mixed-Race at 1.50%. A summary of these findings are shown in Table 3.2.
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Table 3.2
Survey Participants by Race
Certified
Responses by School
race (n=67)
District
Leader

Certified
Certified
School
Certified
% Of
Instructional
Other Total
Building
Teacher
Total
Coach
Leader

African
American
(Black) NonHispanic

1

3

0

1

0

5

7.40%

Multi-racial

0

1

0

0

0

1

1.50%

White
(Hispanic)

3

2

0

2

0

7

10.50%

White (NonHispanic)

14

6

3

29

2

54

80.6%

Asian Pacific
Islander

0

0

0

0

0

0

0.00%

American
Indian/Native
Alaskan

0

0

0

0

0

0

0.00%

Stratification
The use of purposive and convenience sampling assisted with the researcher’s
ability to exceed the minimum target of 60 participants. The target of 60 participants was
slightly less than the 10% of the school systems in New York State as a result of the
interactions for seeking participants being virtual. Qualtrics was accessed every 3 days to
review the data and to track the frequency distribution. The researcher reviewed
participation totals to verify progression toward meeting a minimum of 60 participants.
This goal was sought because the online survey targeted unknown participants from the
731 school districts in New York State. Once reaching the goal, the researcher examined
the quota of participants to confirm that there were enough participants for each subgroup
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sample. To meet the target for each subgroup, stratification was used. Stratification is
beneficial because it allowed the researcher to narrow the focus of the population into
smaller subgroups to analyze the data further (Kalsbeek, 2011).
The study participants had the option of reporting demographic information at the
end of the survey. The demographic data included their certified position as an educator,
race, school district of employment, the composition of the school districts’ curriculum
adoption committees, and if they were an active participant on the committee. The study
used demographic information to create variables; the student bodies’ racial composition
and New York State accountability status were used to strata the population into
subgroups.
The researcher’s goal was to meet the quota of 15 participants for the following
subgroups by the two variables of students’ racial composition and New York State
accountability status:
1. School districts with a student body of 50% or more non-White students that
had the identification from NYSED as high achieving or GS for ELA.
2. School districts with a student body of 50% or more non-White students that
had the identification from the NYSED as not GS for ELA.
3. School districts with a student body of less than 50% non-White students and
had the identification from NYSED as not GS for ELA.
4. School districts with a student body that was less than 50% non-White
students and had the identification from NYSED as high achieving or GS
standing for ELA.

68

The sample participants were stratified into small subgroups by identifiers. The
technique was beneficial because it allowed the researcher to use strategic yet
nonrandomized methods to steer and narrow the sampling process by identifier or
proportion (Kalton, 1983).
The first stratification identifier was the accountability status of the New York
State LEAs. Public school students participate in the annual New York State ELA
assessment in Grades 3–8. The scores as a collective are analyzed by NYSED and that
led to identifying individual schools and school districts or LEAs. NYSED provided the
school system with an accountability identification of CSI, TSI, or GS. After receiving
responses from educators from various educational agencies, the researcher used the
accountability status of the school system as an identifier for creating subgroups during
the stratification process. To find the LEAs accountability status the NYSED data
website was utilized. All LEAs were categorized by accountability status, and the
correlation was run, examined, and compared by each subgroup.
The racial composition of the LEAs was used as an identifier for creating
subgroups during the second stratification process. The study participants’ identified their
LEA. The LEAs were used to find the student composition by race. NYSED’s (2020b)
data website was used to find the LEAs’ student bodies’ racial composition. LEAs with a
student bodies that had 50% or more non-White students were compiled and compared to
the LEAs with student bodies that had 50% or more White students.
The participating sample was stratified based on if the student body had 50% or
more non-White students versus White students. The participating LEAs were also
stratified by their New York State accountability status of GS, TSI, or CSI.
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Stratification helped examine the sample when 50% or more of the student body
identified as non-White and had the GS accountability status category. The stratification
process continued for the White student subgroup and the category of GS accountability
status. Stratification was also used to examine the sample with 50% or more of the
student body identifying as non-White and the variable of TSI accountability status and
White students with TSI.
The integration of CRE strategies followed the teachers’ empowerment survey.
The researcher compared participants with a higher level of empowerment to those who
were less empowered according to Özkan Hıdıroğlu and Tanrıöğen’s (2020) Teacher
Empowerment Scale and the correlated average of the Likert scale item outcomes of the
Culturally Responsive Curriculum Scorecard (Bryan-Gooden et al., 2019).
Instruments Used in Data Collection
TE is a potential factor used to positively impact a learning organization because
teachers are pivotal to organizations’ decision-making processes (Özkan Hıdıroğlu &
Tanrıöğen, 2020). Additionally, a curriculum rich in CRE has a positive impact on all
students when teachers are led to do so (Gay, 2000). The application of a quantitative
correlational research method was used as an integral part of the post aggregate for EBPs
(Smith, 2020) during this curriculum adoption study. Statistically, correlation measures
the linear association between two or more quantitative variables, and it is often utilized
to support behavioral sciences (Shapiro, 2011).
Participants completed a cross-sectional survey to provide the necessary data for
this study. This survey method collected information from a set of three instruments. This
type of multi-subject survey, like many others of this kind, incorporated a full integration
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leading to the collection of information for some or all sample units (Organization for
Economic Co-operation and Development, 2021).
The use of the survey as a data collection tool allowed the researcher to assess the
problem and measure the impact along a continuum (Salant & Dillman, 1994). The
survey was sent as an electronic questionnaire. The researcher authored and compiled
demographic questions for the participants to complete, along with survey questions from
the Teacher Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020) and the
Culturally Responsive Curriculum Scorecard (Bryan-Gooden et al., 2019). The questions
were uploaded into Qualtrics. Qualtrics is an online data-collection tool that allows
researchers to collect data efficiently from many participants in various locations
(Carpenter et al., 2019).
The survey instrument began with the Teacher Empowerment Scale (Özkan
Hıdıroğlu & Tanrıöğen, 2020). The researcher’s request and approval (Appendix E) for
the use of the tool was granted by email from the researchers of the previously stated
Teacher Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020).
The Teacher Empowerment Scale is a 37-item, non-inverse, four-dimensional
survey (Appendices F & G). The four dimensions are professional development, status,
trust, and cooperation. The survey calculations originated from a 5-point Likert scale.
The Likert scale options included (1) I strongly disagree, (2) I partially agree, (3) I
agree, and (4) I strongly agree.
Additionally, the researcher’s request and approval for the use of the Culturally
Responsive Curriculum Scorecard was granted and is displayed in Appendix H. The
survey tool continued with the bipolar 4-point Likert scale from the Culturally
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Responsive Curriculum Scorecard (Appendix I). The three-dimensional Culturally
Responsive Scorecard includes the areas of representation, social justice, and teacher
materials. The Likert scale options included (2) Very satisfied, (1) Satisfied, (–1) Unclear,
and (–2) Not satisfied (Bryan-Gooden et al., 2019).
Brill (2008) described the Likert scale as a standard tool that measures attitude
within the survey sciences. Likert scale calculations are usually found by determining the
sum or the average of multiple Likert items. A Likert scale set or bipolar category
comprises the response item points with 4 or more points with a mean score of 5. The
bipolar Likert scale set includes a symmetrical balance of options on a continuum from
disagree to agree (Brill, 2008).
The average of the TE Likert scale item results allowed for a comparison of the
participants’ overall level of TE according to the Teacher Empowerment Scale (Özkan
Hıdıroğlu & Tanrıöğen, 2020) continuum. The results also qualified for the analysis of
the data and a correlation by dimension. The study participants concluded the survey with
optional background demographic questions. The study and its questions can be found in
(Appendices F, G, & I). Reliability ensures the consistency of the participants’ results
when reporting statistical data (Hayes & Coutts, 2020; Foster, 2001). The reliability of
the Teacher Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020) is 0.973. The
reliability of the four dimensions also exceeded the 0.7 threshold and is shown in Table
3.3.
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Table 3.3
Teacher Empowerment Scale Reliability Values
Dimensions
Cooperation
Professional Development
Status
Trust

McDonald’s Omega
0.946
0.957
0.945
0.971

Cronbach’s Alpha
0.946
0.956
0.944
0.970

Note. Instructions from “Development of Teacher’s Empower Scale: A Validity and
Reliability Study,” by Y. Özkan Hıdıroğlu & A. Tanrıöğen, 2020.
(https://doi.org/10.21449/ijate.693398). Copyright 2020 by IJATE.
Study participants continued with the cross-sectional questionnaire by completing
The Metropolitan Center for Research on Equity and Transformation of Schools’ (NYU
Metro Center) Culturally Responsive Curriculum Scorecard (Bryan-Gooden et al., 2019).
The scorecard measured the study participants’ integration of CRE practices when
adopting the ELA curriculum for students in Grades 3–5.
The NYU Metro Center’s Culturally Responsive Curriculum Scorecard is a 30item, five-dimensional survey tool. The dimensions include representation with the
subareas of diversity of characters, accurate portrayals, and social justice with the
subareas of decolonization, power and privilege, centering multiple perspectives, and
connecting learning to real life and action, and teachers’ materials. The Culturally
Responsive Curriculum Scorecard tool was created for educators and analysts to utilize
and assess the integration of CRE practices when reviewing ELA curricula (BryanGooden et al., 2019). To measure the level of correlation, participants completed the
bipolar 4-point Likert scale on the Culturally Responsive Scorecard. The Likert scale
options included (2) Very satisfied, (1) Satisfied, (–1) Unclear, and (–2) Not satisfied
(Bryan-Gooden et al., 2019).
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The Pearson correlation coefficient (r) was used to analyze the data for this study.
Pearson correlation coefficient is a commonly used quantitative statistic used by
educational and social science researchers. The Pearson correlation coefficient measures
the correlation between two continual variables. There is a computation of the linear
relationship between the X and Y variables. The resulting values land between –1.0 and
+1.0, where 1.0 is a perfect positive correlation, 0.0 is no correlation, and –1.0 is a perfect
negative correlation (Frey, 2018).
Procedures Used for Data Collection
This section describes how data were collected to explore solutions to the research
problems. Before collecting the research data from the study participants, using the St.
John Fisher College Institutional Review Board (IRB) process provided the approval
necessary for participant interactions and to collect data from the subjects. Upon approval
from the IRB, the correspondences and data collection process ensued.
Approval for the use of the scorecard tool was granted from a researcher at The
NYU Metro Center. The permission was given by email. The NYU Metro Center is
known nationally and worldwide for its collaborative effort to unite a diverse consortium
of scholars and intellects. The NYU Metro Center’s mission supporters strive to promote
educational equity through access and opportunity. The NYU Metro Center’s research
focuses on the engaged sciences. The sciences involved include “research, program
evaluation, policy analysis, and professional assistance to educational, governmental, and
community agencies” (Bryan-Gooden et al., 2019, p. 2).
The purposive and voluntary sample from the 731 LEAs of New York State
provided consent for participation in Qualtrics before completing the survey. The letter of
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consent (Appendix I) was embedded into the survey as the first question. The consent
included potential risks, benefits, privacy, and ways to contact the researcher.
The survey participants had to agree or disagree with consent before continuing or
ending the survey, respectively. The study participants were required to choose “agree” to
continue the survey. If participants decided to disagree, the survey concluded.
The cross-sectional online survey was a combination of The Teacher
Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020, Appendices F & G) found in
the Culturally Responsive Curriculum Scorecard (Bryan-Gooden et al., 2019,
Appendix I) with the demographic questions (Appendix I). The three blended to become
one survey document in Qualtrics. Potential participants received a digital invitation via
email or social media, including the survey tool link. The responses were compiled in
Qualtrics and were downloaded and exported into SPSS format and uploaded to IBM©
SPSS Statistics© Version 25.0 to analyze the data.
Procedures Used for Data Analysis
Statistical and descriptive analytics were used to determine the outcome of the
research questions. Given the study’s quantitative nature, statistical analytics was used
for this nonexperimental, non-randomized correlational study. Statistical analysis was
appropriate because of the number of participants when analyzing for a trend among the
data. Descriptive analytics were used to convey the quantitative data linguistically to
report the findings.
Throughout each phase of the research study, participants’ confidentiality was
maintained. During the data analysis portion of the study, all identifying information was
removed for the results report, including IP addresses and the latitude and longitude that
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Qualtrics recorded. After meeting the quota for study participants, there was an analysis
of the demographic information and overall mean scale scores for TE and the Culturally
Responsive Curriculum Scorecard. The demographic information collected included the
name of the LEA in which the participant was employed. The name of the LEA was
researched on the NYSED (2020b) website. The percentage of White students and nonWhite students was recorded for stratification purposes. The NYSED website was also
used to research and record the agencies’ accountability status for the 2018–2019 school
year.
The participants’ responses were downloaded from Qualtrics in SPSS format to
compute the scale scores. Anonymity was maintained with the deletion of IP addresses,
dates and times of completion, and latitude and longitude. Next, the data were uploaded
into SPSS which allowed for raw data to be interpreted into a communication method that
had a language basis rather than a numerical basis (Frey, 2018). The results downloaded
from Qualtrics included The Teacher Empowerment Scale (Özkan Hıdıroğlu &
Tanrıöğen, 2020), the Culturally Responsive Curriculum Scorecard (Bryan-Gooden et al.,
2019), and the demographic information. Next, the file was uploaded into SPSS to
analyze the collected data. SPSS computed the Pearson correlation coefficient between
the quantitative variables (Grotenhuis & Matthijssen, 2016), the Teacher Empowerment
Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020), and the Culturally Responsive Curriculum
Scorecard (Bryan-Gooden et al., 2019) using Pearson correlation coefficient.
The Pearson correlation coefficient measures the linear relationship between two
variables, X and Y. The result provides a value between +1.0 and –1.0, where 1.0 is a
perfect positive correlation, 0.0 is no correlation, and –1.0 is a perfect negative
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correlation (Frey, 2018). The level of empowerment as measured by the Teacher
Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020) was the independent variable,
while the score from the Culturally Responsive Curriculum Scorecard was the dependent
variable. To further calculate the scale score for the individual dimensions of professional
development, trust, status, and cooperation, the scores were downloaded from Qualtrics
in SPSS format and uploaded into SPSS Statistics V. 25.0. The quantitative data set was
evaluated to find the correlation between the dimensions individually and the Culturally
Responsive Curriculum Scorecard (Bryan-Gooden et al., 2019) score.
The LEAs’ level of correlation and overall descriptive statistics were compared
by subgroup to complete the data analysis. The subgroups included:
1. LEAs with a student body that was 50% or more non-White students who had
have the identification from NYSED as high achieving or in GS for ELA.
2. LEAs with a student body that was 50% or more non-White who had the
identification from NYSED as not in GS for ELA.
3. LEAs with a student body that was less than 50% non-White and had the
identification from NYSED as not in GS for ELA.
4. LEAs with a student body that was less than 50% non-White and had the
identification from NYSED as high achieving or GS for ELA.
The analysis of the data sets by subgroup allowed for further understanding of
how an LEAs’ racial and accountability statistics may have related to the correlation of
TE if a school system integrated CRE practices.
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Summary
Chapter 3 explained the methodology used to find the correlation between TE and
CRE practices. The methodology justified using quantitative studies for the
nonrandomized correlational study. It also included the method for choosing participants
and survey science. Chapter 4 explains the data analysis process that led to the results and
findings of the non-experimental study.
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Chapter 4: Results
Introduction
This quantitative nonexperimental descriptive study correlates TE to the level of
implementation of CRE practices in New York State public schools that adopt, create, or
implement ELA curriculum for Grades 3–5. This study sought to determine if there was
statistical significance between the variables. Then, through stratification of the data, the
researcher explored the independent variable of TE at predominantly White school
systems and primarily non-White school systems compared to the self-reported
dependent variable of the teachers’ mean score on the NYU Culturally Responsive
Scorecard. Chapter 4 describes the data analysis process and the study’s findings relating
to the research questions and the problem.
Research Questions
The research questions for the correlation between teacher TE and CRE practices
for New York State instructional leaders for Grades 3–5 led to the quantitative study
findings. The investigation was organized based on the primary research questions:
1. To what degree is there a correlation between educators who act as curriculum
adoption committee members or have knowledge of the curriculum adoption
process when measuring their level of empowerment and associating it to the
level of integration of CRE strategies when adopting ELA curricula in
accordance to the Culturally Responsive Curriculum Scorecard (BryanGooden et al., 2019)?
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2. How does the degree of correlation differ between the empowerment level for
New York State educators who assist or have knowledge of their LEAs’
curriculum adoption committees’ integration of CRE practices when adopting
curriculum for predominantly non-White student bodies compared to
primarily White student bodies with varying New York State accountability
status?
After concluding the study, the results found a “fairly” (Chao, 2018) statistically
significant negative correlation between the independent variable TE and the dependent
variable of CRE practices. As the originating sample was reduced to four subgroups, the
correlation differed between the groups. The findings are discussed further in the data
analysis and findings sections and the correlation section of the study.
Data Analysis and Findings
A quantitative, correlational, nonexperimental research design using SPSS V. 25
software was used to examine the relationship of the linear relationship between
variables. The data for the correlation originated from a cross-sectional survey. The
survey included the notice of confidentiality, questions from the Teacher Empowerment
Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020), the Culturally Responsive Curriculum
Scorecard (Bryan-Gooden et al., 2019), and demographic questions. The results of the
surveys are discussed independently and then through a correlational analysis.
Teacher Empowerment Findings
The Curriculum Adoption Committee Culturally Responsive Survey (Appendix I)
had 67 Likert scale questions and five demographic questions. The Teacher
Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020) (Appendix G & H) is a 37-
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item, non-inverse survey with professional development, status, trust, and cooperation as
the four dimensions. The study participants completed Likert scale options with a scale of
(1) I strongly disagree, (2) I disagree, (3) I partially agree, (4) I agree, and (5) I strongly
agree.
The range of possible scores for the Teacher Empowerment Survey was a
combined score of 37 through 185 or a mean of 1 through 5. Results for the study
participants ranged from a mean of 1 to 4.2-points. The average mean was 2.08 points out
of 5 points.
The professional development dimension included questions 1 through 11 on the
survey. The minimum score for professional development was 11 to a maximum of 55.
The participants’ lowest combined score for the dimension of professional development
was 11, and the highest was 49. The participants’ lowest average score for the dimension
was 1, with the highest being a mean of 4.45. The respondents’ mean score was 22.8. A
score of 22.8 equates to the study participants with an overall descriptive score of
disagreeing with how the professional development offerings in their LEA empowered
them in their school environment. Refer to Appendix I for the scoring guide. Although
the study participants did not express that professional development empowered them in
the workplace, it had impacted pedagogical outcomes. Professional development trains
teachers and staff in competencies, strategies, and pedagogies (Desimone et al., 2002;
Great Schools Partnership, 2021) that support improving an educator’s knowledge base
or skills. Professional development that embodies the six pillars of effective training can
positively impact practitioners and students (Penuel et al., 2007).
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The trust dimension included survey questions 12, 21–29, 35, and 37. The trust
dimension had 12 as the minimum score and 60 as the maximum score. The lowest total
score for the study participants was 12, and the highest was 50. The lowest average of the
participants was 1.0, with the highest mean of 4.2. The study participants’ average score
was 25.6 out of a possible 60. A score of 25.6 equates to the study participants with an
overall descriptive score of partially agreeing with the level of trust between their
colleagues and superiors within their LEA. Refer to Appendix I for the scoring guide.
Trust in an educational organization can lead to educators feeling safe when taking risks
and experimenting with new practices. The outcome of a trust-rich learning environment
can positively impact teachers, the school environment, and student achievement (Yin et
al., 2013).
Questions 13–20 made up the status dimension. The status dimension had the
lowest possible score of 8 and the highest score of 40. The study participants’ minimum
score was 8, and their maximum score was 38. The lowest mean score was 1, and the
highest score was 4.75. The respondents’ overall average score was 16. A score of 16
equates to the study participants overall score of disagreeing with how their school
environment impacted their level of status within their LEA and the local community. An
educator’s status level resulted from respect and appreciation when the practitioner
proved proficiency to their colleagues. The perception of proficiency can be in strategies
or pedagogies that positively impact the learning community (Ahrari et al., 2021).
The dimension of cooperation was composed of questions 30–34 and 36. The
cooperation dimension had a minimum possible score of 6 and the highest total score of
30. The participants’ lowest total score was 6, and the highest total score was 27. The
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minimum mean of cooperation for the study participants was 1.0, and the maximum
average was 4.5. The participants’ responses average score was 12.5. A score of 12.5
equates the study participants with an overall descriptive score of strongly disagreeing
with how their colleagues within the LEA cooperated, therefore impacting their level of
cooperation according to their sense of empowerment (Wilcox & Lawson, 2018).
Cooperation, a synonym for collaboration, is the satisfaction that educators feel from
working together (Al-Yaseen & Al-Musaileem, 2015).
The New York State educators who participated in this study revealed that they
did not feel like they taught in a cooperative learning environment amongst their peers.
Cooperation had the lowest overall score in the survey results for TE. However, the
participants did express that their superiors trusted them in their school environment
based on their responses. Trust had the highest average dimensional score for this study.
Table 4.1 shows a summary of the educators’ responses to the Teachers’ Empowerment
Scale portion of the survey.

Table 4.1
Summary of Teacher Empowerment Responses by Dimension
Dimension of
Teachers’
Empowerment
Professional
Development
Trust
Status
Cooperation

Respondents’
Minimum Score

Respondents’
Maximum Score

Respondents’ Mean
Score (n = 88)

11

49

22.8

12
8
6

60
40
30

25.7
16.0
12.5
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CRE Practices Findings
The NYU Metro Center’s Culturally Responsive Curriculum Scorecard (BryanGooden et al., 2019, Appendix I) is a 30-item, five-dimensional survey tool. The
dimensions include representation, social justice, and teachers’ materials (Bryan-Gooden
et al., 2019). The participants completed the questions on a bipolar 4-point Likert scale.
The Likert scale included (2) Very satisfied, (1) Satisfied, (–1) Unclear, and (–2) Not
satisfied (Bryan-Gooden et al., 2019).
Representation was the first dimension of the three within the Culturally
Responsive Curriculum Scorecard. Representation had subdomains that included
diversity of character with seven questions and accurate portrayals with six questions.
The representation dimension had a total of 13 questions. Diversity of character had a
minimum possible score of –14 and a maximum of 14. For the study participants who
completed the diversity of character dimension, the lowest score was –9, and the highest
score was 14. The lowest mean was –1.3, and the highest was 2.7. The overall average
for score for the subdomain was 5.3.
Accurate portrayal, a subdomain of representation, had a potential minimum score
of –12 and the maximum possible score of 12. The respondents to the survey scored a
minimum score of –10 and a maximum score of 12. The total mean for this dimension
was 4.31. The lowest average score was –1.6, and the highest average score was 2.
The combination of the mean scores for the subdomains of diversity of characters
and accurate portrayal made a total of 4.8. According to the Culturally Responsive
Curriculum Scorecard, the participants’ scores equated to their level of representation
with being at the emerging awareness level (Appendix I). A status of emerging awareness
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means the LEA adopted or createed a curriculum with some diverse representation but
not overall. The characters within the text have some historical accuracy, but not for all
texts. This level would also explain that the contributors to the curriculum may have also
lacked diversity (Bryan-Gooden et al., 2019).
Social justice is a dimension that contains decolonization/power and privilege,
centering multiple perspectives, and connecting learning to real life and action as
subdomains. Decolonization/power and privilege had four questions with an overall
minimum score of –8 and the maximum score of 8. The lowest score for the correlational
study’s participants was –7, and the highest score was 8. The lowest mean score was
–1.75, and the largest score was 2. The overall mean for the subdomain was a score of
2.95.
Centering multiple perspectives had two questions within its subdomain. The
smallest possible score was –4, and the largest score was 4. The study respondents’
lowest score was a –3, and the highest score was 4. The minimum mean score was –1.5,
and the maximum of the responses was 2. The overall score from the respondents for the
centering multiple perspectives dimension was 1.07.
Connecting learning to real life and action had two questions inside the
subdomain. The lowest possible score overall was –4, and the highest score was 4. The
study participants’ lowest score was –3, and the highest score was 4. The minimum mean
score for the subdomain was –1.5, and the maximum score was 2. The final mean score
for the dimension was 1.07.
The subdomains of decolonization/power and privilege, centering multiple
perspectives, and connecting learning to real life and action are the components that made
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the social justice orientation dimension. The combined average of the three subdomains
scores was 1.77. A 1.77 on the Culturally Responsive Curriculum Scorecard means that
the participants representing the differing LEAs were at an emerging awareness level
when adopting or creating the ELA curriculum. LEAs at an emerging awareness level are
likely to have texts that integrate the perspectives of different individuals. The questions
within the curriculum were not consistently critical for students and lacked the
opportunity for the teacher to practice cultural responsiveness (Bryan-Gooden et al.,
2019).
The teachers’ materials was a dimension that lacked subdomains. Nine questions
were within this dimension. The lowest possible score was –18, and the highest score was
18. The study respondents’ lowest score was –12, and the highest score was 18. The
minimum mean score was –1.3, and the maximum score was 2. The final score for the
teachers’ materials dimension was 5.4. According to the Culturally Responsive
Curriculum Scorecard, a 5.4 is emerging awareness. The LEAs with the emerging
awareness level had a curriculum that interacted less with diverse learnings in ways that
integrated CRE practices. The teaching materials may address one but not all of the
dimensions for CRE teaching. The New York State educators participated in the
correlation study between TE and the integration of CRE practices when adopting the
ELA curriculum of emerging awareness. Table 4.2 summarizes the participants’ scores
by dimension. Appendix I contains the Culturally Responsive Educational Curriculum
Scorecard as a reference.
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Table 4.2
Study Participants CRE Scores by Dimension
Dimension
Representation
Social Justice Orientation
Teachers’ Materials

Mean Score (n = 88)
4.80
1.77
5.40

Level
Emerging Awareness
Emerging Awareness
Emerging Awareness

The New York State educators who participated in this study had differing
responses to the Curriculum Adoption Committee Culturally Responsive Survey
(Appendix I). The responses from school building leaders indicated they were more
empowered, overall, than the other certification areas. The research participants identified
as Other had the lowest overall empowerment level. The educators’ level of
empowerment by dimension found that in the domain of professional development,
school building leaders scored the highest with a mean score of 26.5, and educators with
the Other title had the lowest with 12.5. Certified teachers scored the highest in the trust
dimension with a mean score of 28.3, and the educators who identified as Other had the
lowest score with a 15. School building leaders scored with the highest average in the
Status dimension with 18.7, and the Other category scored the smallest with 9.5.
Cooperation’s highest average score came from the participants who worked as certified
instructional coaches with a 14.3 compared to those who identified as Other with a score
of 4.4. Table 4.3 provides a synopsis of the respondents’ positions and their TE score by
dimension.
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Table 4.3
Survey Responses by Certified Position for TE

Position
Certified Teachers
Certified
Instructional
Coach
Certified Building
Leaders
Certified School
District Leaders
Other Position

Mean
Score
Trust

Mean
Score
Status

25.0

28.3

17.8

10.6

Mean Score
Total
Teachers,
Empowerment
81.8

21.6

24.3

12.3

14.3

72.7

26.5

27.4

18.7

13.4

106.0

18.4

22.1

12.9

8.8

62.2

12.5

15.0

9.5

4.5

41.5

Mean Score
Professional
Development

Mean Score
Cooperation

Table 4.4 displays the average CRE Scorecard scores by dimension, subdomain,
and the position of the participants. Overall, school district leaders scored the lowest, and
school building leaders scored the highest. For the representation dimension, teachers
scored the lowest, and school district leaders scored the highest. The social justice
dimension had the smallest scores for working in the position of school district leaders,
while those in a differing role scored the highest. The teachers’ materials dimension’s
lowest score originated from the participants in the position as instructional coaches and
the highest work in an undisclosed role identified as Other.
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Table 4.4
Survey Responses by Certification and CRE Practices
Position

MS Div
of Char

MS Acc
Port

0.40
0.81
0.90
1.00

0.28
0.94
0.64
1.30

MS
Rep
Total
0.34
0.88
0.66
1.20

1.10

0.83

0.95

Teachers
Instructional Coach
Building Leaders
School District
Leaders
Other Position

MS
D/PP

MS
CPP

MS
CLRA

MS SJ
Total

MS
TM

CRE
Total

0.42
0.83
0.55
1.10

0.28
0.0
0.50
0.50

0.44
–0.67
0.59
0.75

0.38
0.05
0.61
0.79

0.26
–0.19
0.73
0.77

0.32
0.25
0.65
0.90

5.50

1.50

1.00

1.30

1.70

1.30

Note. MS = Mean Score; Div of Char = Diversity of Characters; Acc Port = Accurate Portrayal; Rep = Representation;
D/PP = Decolonization/Power & Privilege; CPP = Centering Multiple Perspectives; CLRA = Connect Learning to Real
Life & Action; SJ = Social Justice; TM = Teachers’ Materials’ CRE = Culturally Responsive Education.

The participants were employed by various public educational agencies (school
districts) in New York State. The participants (n = 34) chose to disclose their school
systems’ name in which they worked. The 34 respondents represented one public charter
system and 33 different public school districts. The participants, as representatives,
worked for school districts with student bodies that were either predominantly White or
predominantly non-White. Eight school systems had a predominantly White student
body, 25 had a mostly non-White student body, and 50 participants chose not to disclose
their school districts.
Table 4.5 shows the summarization of the frequency distribution of the
participants’ responses by the subgroups encompassing the student bodies’ racial
composition and the LEAs New York State accountability status. The LEAs within this
study employed significantly more research participants with an accountability status of
GS and a predominantly White student population. Comparatively, participants employed
by an LEA with a primarily non-White student body and a designation of being a district
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in GS had the smallest percentage of participants. None of the participating subgroups
had the identification from NYSED of having a status of CSI.

Table 4.5
Summary of LEA Responses by Race Composition and Accountability Status
Respondents by LEA student composition
by race and New York State accountability
status (n = 31)

Total LEAs

% Of Total

50% < Non-White GS

2

6.45%

50% < Non-White TSI

3

9.67%

50% < Non-White CSI

0

00.00%

50% < White GS

16

51.61%

50% < White TSI

10

32.25%

50% < White CSI

0

00.00%

Appendix I displays the LEAs’ data by student composition. The data includes
students’ racial identities: Black/African American, Hispanic/Latino, Asian or Native
Hawaiian/Other Pacific Islander, American Indian/Native Alaskan, White, and Mixedrace. The data also include the total enrollment of the student body and the accountability
designation from NYSED in Table 4.6. Overall, most of the study participants’ LEAs had
an enrollment between 2,500 and 9,999 and had an equal number of districts with GS to
TSI designation. In this study, the smaller the district, the more likely it had a GS
designation. LEAs with an enrollment between 10,000 and 124,999 had more agencies
with the TSI designation. The LEAs with the largest student registration in the country,
had an identification of GS.
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Table 4.6
Survey Responses by Enrollment and New York State Accountability Status
LEA Enrollment

GS

TSI

Total

% Of Total

125,000+

1

0

1

3%

10,000–124,999

1

2

3

9%

2,500–9,999

7

7

14

42%

1,000–2,499

5

4

9

26%

1–999

5

2

7

20%

Correlation Findings
The raw data was organized by variable, LEA student composition, and the
participants’ demographic data. Each variable was separated into multiple spreadsheets
and uploaded independently into SPSS to compute the point-biserial Pearson correlation
coefficient between the quantitative variables of the Teacher Empowerment Scale (Özkan
Hıdıroğlu & Tanrıöğen, 2020) and the Culturally Responsive Curriculum Scorecard
(Bryan-Gooden et al., 2019). A scatterplot of the raw data by variable is in Figure 4.1.
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Figure 4.1
Scatterplot of Correlation Between TE and CRE Practices

Note. Individual dots represent each study participant. X-Axis = CRE practices average
score; Y-Axis = TE scale average score.

The association between the variables was calculated by using a point-biserial
correlation. The averages of the TE Scale and the NYU CRE Scorecard were compared
in SPSS to find a linear relationship between the two. The association sought to answer
the research problems and subdomains.
Research Question 1. When measuring empowerment by the TE Scale (Özkan Hıdıroğlu
& Tanrıöğen, 2020), to what degree is there a correlation between the LEAs’ curriculum
adoption committees’ level of empowerment to the level of integration of CRE strategies
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into curricular adoption practices according to the Culturally Responsive Curriculum
Scorecard (Bryan-Gooden et al., 2019)?
Research Question 1 Findings.
a. The originating study population included all public school systems in
New York State with elementary Grades 3–5; 731 LEAs met the criteria.
After administering the purposive and voluntary sampling, 67 participants,
completed the survey in its totality. Partial survey submissions were
excluded from the analysis. The correlation between the independent
variable TE and the dependent variable CRE practices was r = –.464,
p = 0.00007. The relationship was found to be a statistically moderate
correlation between the two. However, due to the small sample size, the
results are inconclusive.

Research Question 2. How does the degree of correlation differ between the level of
empowerment of LEAs’ curriculum adoption committees to the integration of CRE
practices for predominantly non-White student bodies compared to primarily White
student bodies with varying accountability status?
Research Question 2 Findings.
a. LEAs with student bodies of 50% or more non-White students and an
accountability of GS had a more significant correlation between the two
variables when compared to LEAs with student bodies of 50% or more
White students.
b. LEAs with student bodies of 50% or more non-White students and an
accountability of TSI had a more significant correlation between the two
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variables when compared to LEAs with student bodies of 50% or more
White students.
c. LEAs with student bodies of 50% or more non-White students and an
accountability of GS for ELA, the results of this study found that a
significant positive correlation between the empowerment of the
curriculum adoption committee representative and the integration of CRE
practices. The Pearson correlation coefficient for predominantly nonWhite student LEAs with an accountability status of GS was 1.00, which
is a perfect correlation with a threshold of large significance of p < .0005.
d. LEAs with student bodies of 50% or more non-White students and an
accountability of NOT being in GS for ELA, the results of this study
found they had a relationship between the variables of TE and CRE
practices of p < .005). The point-biserial correlation between the variables
for this subgroup found a moderate negative relationship (p = .067)
between the empowerment of the curriculum adoption committee
representative and the integration of CRE practices (r = –.721).
LEAs with a student body that was 50% or more White students and an
accountability of TSI, the results of this study found they had a
relationship between TE and CRE practices of p <. 219). The small
correlation between the variables created a point-biserial Pearson
correlation coefficient for predominantly White LEAs with an
accountability status of TSI (r = –.350).
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e. LEAs with student bodies of 50% or more White students and an
accountability of high achieving or GS, the results of this study found they
had examined the relationship between TE and CRE practices at
p <. 0005). The moderate correlation between the variables created a
Pearson correlation coefficient for predominantly White LEAs with an
accountability status of GS at (r = –0.731).
The LEAs’ differing student body compositions had differing degrees of
correlation when relating TE to the integration of CRE practices. Table 4.7 summarizes
the Pearson correlation coefficient for the four subgroup groups. Although the sample
size was small, the findings are not invalid (Wilhelm, 2016); however, the small sample
size in the test, shown in Table 4.8, suggests the need for further study. The non-White
subgroups with GS and TSI designations both had significantly large correlations
between the variables. The LEAs with predominantly White students and an
accountability status of GS had a moderate relationship between the variables. The LEAs
with primarily White student bodies and a TSI accountability status had the smallest
correlation between the variables.
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Table 4.7
Summary of Correlation of TE to Culturally Responsive Curriculum Scorecard by
Subgroups and Accountability
LEA Race Composition and
Accountability

n

Sig
p = (2-tailed)

Pearson
Correlation (r)

Correlation
Strength

50%< Non-White GS

2*

.0005

1.000

Large

50%< Non-White TSI

6

.0550

–0.802

Large

50%< White GS

25

<.0005

–0.731

Moderate

50%< White TSI

14

.2190

–0.350

Small

Note. *The small sample size in the test suggests the need for further study.
Table 4.8 displays the correlation between TE and CRE practices for this study by
subgroups. The strength of the significance varies from small to large. The teachers’
subgroup had the smallest correlation and the group who identified as Other had the
largest relationship between the two variables.

Table 4.8
Correlation of TE Score to the CRE Score by Participants’ Position

Certified Position

n

Sig p
(2-tailed)

Pearson
Correlation
r=

Correlation
Strength

33

.0360

–.367

Small

4

.8490

–.151

Small

Building Leader

12

.1070

–.488

Moderate

District Leader

19

.4090

–.201

Moderate

3

<.0005

–1.000

Large

Teacher
Instructional
Coach

Other
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Summary of Results
The purpose of the study quantitative, nonexperimental descriptive study was to
find the correlation between TE when using the Özkan Hıdıroğlu and Tanrıöğen's (2020)
TE Scale (Appendices F & G) and NYU’s Culturally Responsive Curriculum Scorecard
(Bryan-Gooden et al., 2019, Appendix I). Both tools had used a Likert-style survey. The
surveys were combined to create a one-time cross-sectional study. The survey also
included demographic questions. The survey included 67 Likert questions and five
demographic questions. The TE Scale had 37 questions and five dimensions. The
Culturally Responsive Curriculum Scorecard had 30 questions and three dimensions. The
Culturally Responsive Curriculum Scorecard’s dimensions were separated into
subdomains.
The research sought to find the linear relationship between the independent
variable, TE, and the dependent variable, CRE practices. The targeted study population
was educators from public LEAs in New York State that participated in the ELA
assessment for the 2018–2019 school year. The study participants totaled 88 responses,
however, 67 of the respondents completed all of the survey questions (Appendices F, G,
& I), allowing for calculating the point-biserial correlation. The Pearson correlation
coefficient provided a value between +1.0 and –1.0, where 1.0 was a perfect positive
correlation, 0.0 was no correlation, and –1.0 was a perfect negative correlation when
measuring the linear relationship between two variables.
The participants’ demographic information was used to stratify the data without
randomization. Stratification led to narrowing the participants into four subgroups to
complete the study. The four subgroups included LEAs with 50% or more of the student
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body identifying as White and 50% or more of the student body identifying as nonWhite, both with the identifications of GS or TSI.
The data analysis included descriptive statistics and frequency distributions to
answer the research questions. Research Question 1 found that there was a moderate
( p= 0.001) negative correlation (r = –.463) between the two variables for all the
participants (n = 67). Research Question 2 utilized stratification to subgroup the data by
the student bodies’ racial compositions and their New York State accountability status.
The stratified subgroups had three out of the four with a significant correlation.
Participating LEAs with predominantly non-White student bodies and GS accountability
had a significantly large (p = .0005) correlation (r = 1.00). The LEAs with 50% or more
student bodies who identified as White students with an accountability of GS had a
moderately significant (p < .0005) correlation ( r= –.731). The respondents from
predominantly non-White LEAs with a TSI accountability status had a significantly large
(p = .055) correlation (r = –.802). The LEAs with 50% or more of the student body
registered as White students with a TSI accountability status had a significantly small
(p = .219) correlation (r = –.35) between the variables.
Chapter 4 provided a summary of the findings. Chapter 5 relays the implications
of the findings, study weaknesses, and recommendations for future research based on the
results of this study.
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Chapter 5: Discussion
Introduction
This study aimed to explore a correlation between TE and CRE practices using
quantitative and descriptive methods. The study pursued information about the
correlation between the variables when the study participants represented local LEAs
with various student racial compositions and New York State accountability statuses.
A commonality for U.S. students is the likelihood of living in one of the original
40 states or four territories that determines student achievement rates and levels of
proficiency based on the CCSS standardized assessments (CCSS Initiative, 2021).
According to the 2019 NAEP assessment, there were no states where non-White fourthgrade students were more proficient in ELA than White students. The reading gap is
narrowing between non-White and White students throughout most of the country. West
Virginia has the smallest gap between Black and White students, and Missouri has the
smallest difference between the reading achievement of Hispanic and White students
(The Nation’s Report Card, 2019b). Nonetheless, Black and Hispanic students continue
to consistently underachieve when compared to White students overall (McGee, 2004;
The Nation’s Report Card, 2019b). The difference between New York State and other
CCSS states is the lack of direct guidance to LEAs when enacting educational mandates
for its majority non-White student bodies. Although New York State published the
culturally responsive-sustaining framework (NYSED, 2018) as a mandate, this study
shows that the flow of information from SEAs to LEAs, school administrators, and
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teachers is slow. According to the survey results, the participating educators who worked
in the position of teacher, instructional coach, school building leader, and school district
leader lacked workable knowledge of the culturally responsive-sustaining framework
(NYSED, 2018) and its principles. Chapter 5 reviews the findings and their implications,
makes recommendations for the future, and states its conclusions.
Implications of Findings
NYSED’s (2018) culturally responsive-sustaining framework was implemented in
2021. The unfunded mandate requests that school systems adopt and implement four
fundamental principles: a welcoming and affirming environment, high expectations and
rigorous instruction, inclusive curriculum and assessments, and ongoing professional
learning. These fundamental principles of cultural relevance support the non-White
students who comprise 56.8% of the students within New York State. Most students in
the non-White category are Black and Hispanic students at 44%. Seventeen percent of
non-White students are Black and 27% are Hispanic. The student majority attends school
in LEAs of all sizes, in areas that span urban, rural, and suburban communities. The New
York State ELA assessment data displays the disproportionality that exists between
White and non-White students. Students who identify as Black and Hispanic
underperform on the New York State ELA assessment at a proficiency rate of 36% for
each group, compared to a 51% proficiency rate for White students (NYSED, 2020b),
although the non-White students are the majority. This disparity in achievement led to the
study’s data analysis process that included an examination that purposefully compared
trends and disproportionalities of non-White students to White students.
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The culturally responsive-sustaining framework (NYSED, 2018) and research
from many empirical studies have spotlighted the need for changes to practice when
educating diverse student populations. The critical areas for improvement include
1. Cultural relevance training for educators.
2. The need for educators to reflect on and adjust their biases that may impact
their decision-making processes through implicit bias training.
3. The adoption and implementation of curricular materials that are culturally
responsive and meet the needs of the actual student body.
4. The use of high-quality curricula that integrates CCSS and CRE.
5. Interact with students, families, and communities of various backgrounds to
allow them to offer culturally responsive insight into instructional strategies
and practices (Anderson & Coleman-King, 2018; Bryan-Gooden et al., 2019;
Gay, 2000, Lehman, 2017; NYSED, 2018).
This study sought to understand the relationship between certified educators who
have a connection to the curriculum adoption committee or knowledge of the
committees’ practices of New York State LEAs. This study also sought to find the level
of empowerment of the New York State educators and their implementation of culturally
responsive practices when adopting the ELA curriculum for Grades 3-5. This study was
particularly interested in comparing the results of LEAs with a less-diverse learning
environment (50% or more White students) to those with a more diverse learning
community (50% or more non-White students).
The variance in the correlation of TE to CRE for educators from the level of a
teacher to superintendent implies the need for more research on the best implementation
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practices of cultural relevance to these educators as a result of the small number of
participants for this study. However, there continues to be a need to know how the
educators and their LEAs are held accountable for applying what was learned. The data
were winnowed further by variable to inquire about the opportunity for future policy
updates and changes to educational practices.
The Teacher Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020), the
independent variable, had 37 questions organized within four dimensions. The four
dimensions were professional development, trust, status, and cooperation. The outcomes
for the Teacher Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020) survey by
certification, position, and dimension showed that overall, the participants scored the
lowest in the cooperation dimension and highest in the professional development
dimension. The outcomes for the Teacher Empowerment Scale (Özkan Hıdıroğlu &
Tanrıöğen, 2020) survey by certification and position showed the participants in the
Other position had the lowest average score overall, and certified building leaders had the
highest average score. Although the number of sample participants was small when
correlating the two variables, the data of the variables in isolation that resulted from the
study is not invalid. After examining the participants’ mean scores and those of the
subgroups, the data suggest the need for changes to both educational policy and practices.
NYSED is the overseeing SEA for all 731 LEAs across the state. The flow of
information begins at the state level and flows to the classroom level. This study found
that cooperation or collaboration had the lowest score, which means that the SEA needs
to prioritize TE. TE would help connect educators across the state because empowered
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teachers would have a more significant influence on their peers and their communities
(Al-Yaseen & Al-Musaileem, 2015).
The Culturally Responsive Curriculum Scorecard (Bryan-Gooden et al., 2019),
the dependent variable, had an overall score and a score by dimension. There are three
dimensions within the Culturally Responsive Curriculum Scorecard. Overall, the teachers
scored the lowest and scored significantly lower than the other positions. The educators
who identified as Other were the highest. According to the scorecard rubric, the teachers’
average is equivalent to culturally insufficient. According to the Culturally Responsive
Curriculum Scorecard, the participants in the remaining positions were on the low end of
the emerging awareness band.
This study’s Culturally Responsive Curriculum Scorecard findings indicate the
need for more purposeful actions by the SEA and LEAs to increase teachers’ knowledge
and student impact. The study participants who identified as Other or who worked as
superintendents exhibited a better understanding of the CRE strategies than the classroom
teachers. This implies that the information is getting to the leaders of the LEAs, but it is
losing momentum and value as the information flows downward.
The two variables, TE and the Culturally Responsive Curriculum Scorecard, were
compared to find a linear relationship, overall, for the participants and for the subgroups.
The data were stratified to create subgroups that included the LEAs’ enrollment by
students’ race and the agencies’ accountability status (Appendix I) as determined by the
state. After stratifying the data, six subgroups were created, however, two of the six
subgroups did not have any data, so the remaining four were compared and analyzed,
although the stratification led to small sample sizes. The four subgroups were:
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50% < Non-White, GS



50% < Non-White, TSI



50% < White, GS



50% < White, TSI

The subgroups did not have an equal number of participants. Most of the study
participants worked in school systems that were predominantly White and in GS. The
smallest subgroup had participants from non-White student schools and GS school
systems. When analyzing the subgroups by correlation, the subgroup with a
predominantly non-White student body and identification of GS had a significantly large
positive Pearson’s correlation coefficient of r = 1.000. However, the schools with a
predominantly non-White student body and a status of TSI had a significantly small (p =
0.219) negative correlation of r = –0.35. Given the small number of participants, the
correlation portion of the study needs further exploration.
This study found that predominantly White LEAs are less empowered to
implement culturally responsive practices to support their students because they had the
lowest correlation. Given the small number of participants, this suggests the need for
further exploration to support the need for the SEA to update its policy to include
stronger accountabilities for all agencies to implement and prove the impact of culturally
responsive practices. This is important because although the student bodies may have
lower numbers of students of different races, they could include students with other
differences. In addition, these LEAs should also be prepared if students of different races
or ethnicities join their learning community.
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The participants’ races were also analyzed because of the broad range of
educators as study participants. Although these results were not in response to the
research questions, they were worth examining as a result of the research about the need
for White teachers to be trained in CRE strategies that benefit all students. The race
percentages of the participants were compared to the make-up of the students within the
state. Many study participants identified themselves as White (80%). However, 41% of
the New York State students identified themselves as being White. The Hispanic
participants made up 10.4% of the total participants, and 28% of the New York State
students identified were as Hispanic. Lastly, 7.4% of the study respondents identified as
Black, but 16% of students across the state identified as Black.
The study participants’ self-reported race implies the need for New York State to
update its practices and support for higher education and LEAs so that they can recruit
and maintain people of diverse backgrounds. NYSED should require implicit bias
training at the college level for preservice teachers with refreshers from the LEAs. The
training would positively impact peers in the workplace and the students served by the
school systems. The reduction of implicit bias would decrease bias and injustices while
increasing social justice for students in K-12 while striving to meet ESSA’s (2015) goal
of positively impacting the lives of historically underrepresented groups of students.
Limitations
The small number of study participants was a limitation; the participants
completed the Likert scale survey items in its entirety. The incomplete surveys did not
have the CRE portion completed, and 33 did not offer the demographic data, although it
was optional. The small total amount of study participants, therefore, caused the
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subgroups to be narrowed to as low as two participants. Although this does not make the
results inconclusive, it does make the correlation results that respond to Research
Question 2 less reliable.
Trust in maintaining confidentiality was also a contributing factor that impacted
the study’s outcomes. Three potential participants emailed the researcher stating that they
would not complete the survey. They did not want to disclose that their school system
does not enact culturally responsive practices while making instructional decisions. This
sentiment exemplifies why so many participants did not complete the CRE portion of the
survey (Appendix I). Two potential participants emailed the researcher to disclose that
they would not be able to share the study with their teachers because the Board of
Education had recently received concerns from the community about critical race theory.
The researcher did explain that this study was not about critical race theory, but the
potential participants were not willing to take that chance.
Recommendations
NYSED presented the culturally responsive-sustaining framework (NYSED,
2018) as a priority for all school systems in the state. The students of New York State
differ in other ways outside of race and ethnicity. Percentages of student populations can
vary by sexual orientation, religion, socioeconomic status, family structure, etc. The
state’s creation of the culturally responsive-sustaining framework (NYSED, 2018)
acknowledges creating change to support the variety of students across the state, and it is
commendable; however, based on this study, all school systems are not enacting the
culturally responsive-sustaining framework (NYSED, 2018) fully, or they are at the
beginning stages.
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If New York State wants more students and teachers to benefit from the adoption
of culturally responsive practices, more education for students and professional
development for staff could be beneficial especially if NYSED holds LEAs to a higher
level of accountability. When comparing New York State curriculum adoption strategies
to the State of Louisiana, there were distinct differences. Louisiana provided distinct
expectations for LEAs to follow when adopting curriculum by outlining prescribed steps
and research-based curriculum offerings. New York State should consider taking a
similar approach to creating a consistent change toward having culturally rich learning
environments. New York State’s need to enact changes should include a focus on
professional development to increase the knowledge base of educators throughout the
state, an accountability that would include measures for proof of implementation and
impact as reported from LEAs.
Staffing
This study participants had fewer educators of color compared to the student
makeup across the state. Although the study had a small number of participants, it
represents the New York State 2018–2019 racial composition of teachers by race.
According to the New York State Educator Diversity Report (NYSED, 2019c), 80% of
the educators are White, and 91% of school building and school district leaders outside of
New York City are White individuals. New York State struggles to ensure that LEAs are
making strides toward hiring and maintaining a more diverse workforce that represents
the student body. To begin this work of creating a more culturally diverse learning
environment, New York State should incentivize LEAs’ hiring and retainment of people
from different races, ethnicities, and backgrounds. However, for the LEAs to receive the
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incentive, the agencies’ leadership must ensure that their staff is trained in the
professional development on inclusivity and implicit bias. This would require a two-part
course administered by the NYSED rather than being at each district’s discretion.
Training the staff in implicit bias and inclusivity will help retain diverse staff and benefit
the students.
The Teacher Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020) portion
of the study measured the educators’ level of empowerment overall and by domain.
Cooperation was a low area. Teacher coopertion can lead to collaboration statewide
around pedagogy, empowerment (Wilcox & Lawson, 2018) and culturally responsive
practices. The NYSED should create opportunities and parameters for educators across
the state to collaborate around state priorities like cultural relevance, empowerment, and
problems of practice.
Data-Informed Decision-Making
This study implies the need for teachers to be more empowered and
knowledgeable about ways to integrate CRE practices. Although the correlation findings
need further expansion, the results of the participants’ empowerment scores and
Culturally Responsive Curriculum Scorecard suggest the need for greater use of datainformed decision-making when making CRE decisions. The culturally responsivesustaining framework (NYSED, 2018) suggests that administrators be an integral part of
creating a culturally rich environment and climate for the school communities to follow.
NYSED can begin by requiring all LEAs to administer and report the Teacher
Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020) and the NYU CRE Scorecard
(Bryan-Gooden et al., 2019) to all educators. This information would provide the leaders
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with the information necessary to empower their staff and offer the foundational
information needed to begin creating a culturally responsive community both
academically and socially.
Professional Development
Teachers need professional development in CRE practices. The need for
professional development was evident in the findings from the low level of empowerment
gained from the training. The teachers and instructional coaches who participated in the
study scored the lowest on the Culturally Responsive Curriculum Scorecard (BryanGooden et al., 2019). The existing culturally responsive-sustaining framework (NYSED,
2018) suggests that LEAs provide professional development to their staff on implicit bias
and CRE teaching strategies; however, there is no mandate. It would be beneficial for the
state to require all educators to complete the Teacher Empowerment Scale and the
Culturally Responsive Curriculum Scorecard. NYSED should require all LEAs to report
the data and next steps in response to the findings.
By completing the Culturally Responsive Curriculum Scorecard (Bryan-Gooden
et al., 2019), educators can use the information to guide their students’ academic
achievement decisions and create a positive culture and climate for students, staff, and
the community. When an LEA completes both the Teacher Empowerment Scale (and the
Culturally Responsive Curriculum Scorecard as a collective while comparing them to the
key strategies of the culturally responsive-sustaining framework (NYSED, 2018), there
can be positive outcomes to staffs’ level of cooperation and trust while reducing implicit
biases. The positive reactions would result from using the data to plan professional
development that will continually influence instructional practices, community

109

involvement, and student engagement. The use of cultural competencies is essential to the
outcomes for the culture, climate, and academics for the staff, students, and community.
Certification
NYSED should create further policies to support the implementation of the
culturally responsive-sustaining framework. NYSED should create and mandate CRE
courses for licensed educators and prospective educators. The class would be a
requirement for all educators and practitioners who currently hold or are applying for
certification. The statewide professional development would reduce the knowledge gap
between the SEA and classroom instructors. The policy would also require that LEAs
report quarterly on the culturally responsive-sustaining framework (NYSED, 2018) and
its impact on students and families.
Preservice Educators
NYSED is responsible for overseeing the education of all students in pre-k
through post-secondary classes. Although years of service was not requested as a data
point in the demographic section of the survey, it can be assumed that the study
participants had various years of experience from less than 1 year to many years. NYSED
expects all educators of New York State to implement the principles of the culturally
responsive-sustaining framework (NYSED, 2018). That means that the mandate would
expect 1st-year educators to also execute the framework’s expectations for the purpose of
creating a culturally responsive learning environment for students. For 1st-year educators
to successfully implement the strategies, they would need a course in cultural relevance
and the culturally responsive-sustaining framework as a preservice teacher or leader.
Based on the participants’ score on the Culturally Responsive Curriculum Scorecard, it
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can be inferred that there is a need for preservice educators to be well versed in CRE
strategies before being solely responsible for students (Gay, 2000).
Educators who are empowered are more likely to positively influence the teaching
and learning community within schools while being respected by peers (Ahrari et al.,
2021; Al-Yaseen & Al-Musaileem, 2015; Squire-Kelly, 2012). The study participants
score on the TE Scale inferred that there is a need for further research that examines the
best integration of TE strategies from school leadership to educators. If New York State
colleges integrate TE strategies into the course work and student-teaching process with
guidance from NYSED, then 1st-year teachers may be more prepared to positively
impact school communities statewide. As a result of this study, it could be beneficial to
research ways to effectively teach empowerment strategies at the college level as a
benefit to teachers and students.
Standardized Assessments
Standardized assessments occur annually to measure students’ common core
skills and knowledge. This study used LEA’s New York State accountability status as a
variable to create and compare subgroups. The accountability status is determined by
resulting statewide standardized assessments that the students complete for Grades 3–8.
There is empirical evidence proving that students of color are not as successful on
standardized assessments because the tests are not culturally responsive (Dixon-Roman et
al., 2013; Freedle, 2003). New York State invites educators from across the state to assist
with making assessment questions for some examinations while partnering with
businesses like Pearson to make other standardized assessments for students.
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This study displays the need for more educators to share and apply their working
knowledge of CRE practices. Study participants either skipped the CRE portion or had a
low level of understanding as determined by their score. New York State had determined
that culturally responsive instruction is a priority with their actions of mandating the
culturally responsive-sustaining framework (NYSED, 2018); however, the study
participants who worked as teachers and instructional coaches scored lower than the
school building and school district leadership. Because teachers and instructional coaches
are more likely to create questions for assessments that can impact students of various
backgrounds, it is imperative that the process for preparing test writers changes. All test
writers should be trained in the culturally responsive-sustaining framework NYSED,
2018) and implicit bias. Implicit bias and the lack of social justice negatively impact
students across the education sector. It would be beneficial for the state to enact a policy
that requires all assessment creators to prove mastery of CRE strategies and implicit bias
before making an assessment that will affect children across the state. This enactment can
include the use of the Culturally Responsive Scorecard and the state’s suggested implicit
bias training.
Curriculum
The LEAs need support when choosing curricula for the students within their
learning communities because of the low mean score of the culturally responsive
strategies when adopting curricula for elementary ELA students. The LEAs could benefit
from a resource guide of curricular options for each content area that are culturally
responsive. To help implement the resource, NYSED should create the paid position of
curricular adoption coaches who would be employed by the SEA, and they would support
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a specific region. The coaching would give instructional leaders from the various LEAs a
person with which to collaborate and problem solve.
Students
During the research for this study, it was found that students learn about
themselves and others through educational materials, lessons, and interactions with others
(Gay, 2000; Lucy et al., 2020; NYC CEJ, 2020). Although this recommendation is not a
response to the research questions, it does relate to the problem of academic
underachievement of the student majority, non-White students. To reduce the negativity
that can ensue because of implicit bias. New York State should mandate a group of
lessons that would e taught periodically throughout the year on being culturally mindful
and to offer ways to reduce implicit bias and increase knowledge of the New York State
culturally responsive-sustaining framework (NYSED, 2018) goals. This student-centered
recommendation responds to the participant’s low Culturally Responsive Curriculum
Scorecard score from this study. Because the study participants identified themselves as
teachers and they were responsible for directly enacting the framework with students,
their low score on the Culturally Responsive Curriculum Scorecard led to this
recommendation.
Although there was insufficient data to conclude the empowerment to CRE
correlation of non-White LEAs compared to predominantly White LEAs, there was an
examination of each subgroup’s TE mean score and Culturally Responsive Curriculum
Scorecard score in each subgroup isolation. The resulting data review implied the need
for New York State to consider providing funding for predominantly White LEAs to
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interact with primarily non-White LEAs on CRE practices and community building due
to the differences in scores for the two subgroups.
Further Research
The limitations of this study lead to the need for an expansion of the study.
Because of the small number of study participants, NYSED needs to utilize the Teacher
Empowerment Scale (Özkan Hıdıroğlu & Tanrıöğen, 2020) and CRE Framework
(NYSED, 2018) to find a correlation between the two variables. Due to the matter’s
sensitivity, this quantitative information can be expounded by becoming a mixedmethods study that integrates qualitative interviews around empowerment, CRE
practices, and implicit bias. Expanding the study will lead to greater understanding and
sufficient data to make actionable next steps that decrease implicit bias, increase the
academic success of non-White students, and provide the working knowledge and
implementation of the culturally responsive-sustaining framework (NYSD, 2018).
Conclusion
Non-White public education students continue to underachieve compared to their
White counterparts across the United States of America and within New York State
(ESSA, 2015; Gay, 2000). Most non-White public school students are Black or Hispanic
in New York State. Students who identify as Black or Hispanic are not achieving
academically at the same rate as their White counterparts in ELA and mathematics (The
Nation’s Report Card, 2019a, 2019b). The discrepancy between the academic
achievement of non-White students is more prominent for Black students in the content
area of reading (NYSED, 2020b).
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United States presidents have tried to attack the achievement gap through
education policy; however, the mandates of standardized assessments and the CCSS have
proven to be insufficient when creating college and career-ready citizens from diverse
backgrounds (ESSA, 2015; Lundetræ et al., 2010; McGuinn, 2019; NYSED, 2020). High
school graduation rates and standardized assessment scores continue to display the
achievement gap between these groups of students for Grades K-12 (Kim & Zabelina,
2015; Steinke & Fitch, 2017; Swanson & Stevenson, 2002). The achievement gap with
college acceptance exams, like the SATs and the ACTs (American College Testing)
(Dixon-Roman et al., 2013; Santelices & Wilson, 2010).
The achievement gap in New York State has been a continual problem for
students of all grades. The discrepancy between elementary students’ achievement
outcomes of White and non-White students is evident in the annual state assessment data
for the content areas of ELA, math, and science (NYSED, 2020a). According to
standardized assessments that assess mastery of the CCSS, Black and Hispanic students
continue to achieve lower scores than White students. The standardized assessments test
students on the necessary academic skills and standards from the enacted curriculum. The
curriculum provides teachers with the strategies and information essential to teaching the
students (Aydin et al., 2017; Chingos & Whitehurst, 2012; Johns Hopkins School of
Education & Institute for Education Policy, 2018; National Institute for Excellence in
Teaching, 2020). As previously stated, New York State offers little direct guidance on
how LEAs should choose a curriculum that is of high quality while providing CRE
practices (NYSED, 2018, 2019a, 2019e). The combined problem of low achievement for
non-White students, lack of guidance from the state educational agency to the local
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education agency, and the deficiency of culturally responsive practices show the need for
further research.
Empirical research has proven that empowered employees positively impact their
associated organization, making viable gains for everyone (Matthews et al., 2003).
Empowerment theory is grounded in the social construct of natural helping systems.
Rappaport’s (1984) empowerment theory proves that organizations can profit from
people’s need to gain command over the structures of daily life in and out of the
organization (Zimmerman, 2000). Organizational empowerment is one of three
subdomains of empowerment theory. The originating Organizational Empowerment
Scale offered companies the tools necessary to measure employees’ level of
empowerment (Matthews et al., 2003). As a result, employees could be guided to create
positive personal and professional changes that ultimately impact their organizations
(Calvès, 2009). The organizational empowerment scale found that empowered employees
are likely to make decisions that positively impact the organizations. The same is true
with empowered teachers. Empowered teachers make informed decisions that positively
affect their students and the school community (Al-Yaseen & Al-Musaileem, 2015;
Board, 2017; Lee et al., 2011; Squire-Kelly, 2012).
The evidence of empowerment theory helping employees positively impact their
work or learning community can lead practitioners to lead the change necessary to affect
the learning outcomes for students of color. Empirical studies have found that curriculum
genuinely impacts students’ instruction from teachers and learning (Allen, 2011;
Whitehurst, 2009). The research also states that Black and Hispanic students can achieve
higher success if they have high-quality learning materials and strategies that integrate
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CRE practices (CCSS Initiative, 2010a, 2010b; Gay, 2000; Griner & Stewart, 2012; NYC
CEJ, 2020). The 90/90/90 (Kearney et al., 2012) study proved that historically
underrepresented groups of students could achieve and close the achievement gap.
Louisiana has proven that SEAs’ actions can positively impact the daily teachings and
learnings at the classroom level (Baird et al., 2019; Kaufman et al., 2018). Louisiana is a
CCSS adoption state like New York State (ESSA, 2015). The difference between the two
SEAs is that Louisiana provides more guidance to its LEAs on using research-driven
practices to adopt and implement high-quality curricula (LDOE, 2020a). New York State
provides less guidance to its LEAs (NYSED, 2019a), although it provides educators with
the culturally responsive-sustaining framework (NYSED, 2018). The framework is an
unfunded mandate that lacks accountability requirements for the LEAs of New York
State. Therefore, although the directive exists, LEAs are not required to prove
implementation or impact.
NYSED aims to have high standards for the learning outcomes for all students
while creating college and career-ready students (NYSED, 2020a); however, Black and
Hispanic students continue to underperform compared to their White peers. The lack of
achievement for these students leads to the need for change.
Due to the needs of New York State and the achievement deficits for students of
color (NYSED, 2020b), this study enacted a nonexperimental quantitative study
correlating TE to CRE practices. Quantitative methods and survey science were
beneficial to this study, allowing for potential insight from participants across the state.
The survey combined The Teacher Empowerment Survey (Appendices F & G), The
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Culturally Responsive Curriculum Scorecard (Appendix I), and demographic questions
(Appendix I).
The study utilized point-biserial correlation and descriptive statistics to answer the
research questions. The research questions were as follows:
1. To what degree is there a correlation between educators who act as curriculum
adoption committee members or have knowledge of the curriculum adoption
process when measuring their level of empowerment and associating it to the
level of integration of CRE strategies when adopting ELA curricula in
accordance with the Culturally Responsive Curriculum Scorecard (BryanGooden et al., 2019)?
2. How does the degree of correlation differ between the empowerment level for
New York State educators who assist or have knowledge of their LEAs’
curriculum adoption committees’ integration of CRE practices when adopting
curriculum for predominantly non-White student bodies compared to
primarily White student bodies with varying New York State accountability
status?
To answer the Curriculum Adoption Committee Culturally Responsive survey
questions (Appendix I), the targeted study population was 731 New York State school
districts with Grades 3–5. Purposive sampling was used to recruit study participants and
reach the vast number of LEAs. The recruitment process included email contacts to
leaders at all of the BOCES, elementary principals statewide, personal connections to
leaders within New York State LEAs, messages on LinkedIn to instructional leaders, and
one Facebook post to members of the Central New York Reading League.
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The 86 volunteer participants completed the Curriculum Adoption Committee
Culturally Responsive Survey while excluding some questions, but 67 participants
completed the cross-sectional survey in its entirety. The individual responses to the study
were averaged, ranked, compared, and correlated by the variables. The linear relationship
between the TE Scale mean scores and the mean score of the Culturally Responsive
Scorecard for all participants was a statistically significant negative correlation of
–.464. This level of correlation displays that as the participants’ average Teacher
Empowerment Score increased, the CRE average score rises at a lower rate. This finding
shows that the educators who participated in this study have more empowerment but less
culturally responsive action when adopting a curriculum for ELA students in Grades 3–5.
The correlation by subgroup displayed the need for more culturally responsive
professional development for teachers because they had the lowest level of correlation
when relating the two variables. The teachers’ and instructional coaches’ resulting
correlation was small. However, the correlation between the school building and school
district administrators was moderate, and the administrators who identified as Other
displayed a large correlation between the variables. The correlation by the LEAs’ student
race composition and New York State accountability status also had a range of
relationships between the variables. The LEAs with a predominantly non-White student
body and accountability statuses of GS and TSI both had a large correlation between the
variables of teacher TE and CRE practices. However, the respondents who represented
predominantly White LEAs with an accountability status of GS had a moderate
correlation. The same demographic with an accountability status of TSI had a small
correlation between the variables.
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The comparison of the data by LEAs of student population makeup and
accountability status call for the need of the SEA to create changes. The data displays the
need for the SEA to look more deeply into the differences in enacting the culturally
responsive-sustaining framework (NYSED, 2018) and its implementation in various
settings across New York State. Although the LEAs that participated in the study were
primarily White or non-White, there is still a mix of students in each setting with
different races, ethnicities, religions, backgrounds, family structures, beliefs, and sexual
orientations. The melting pot of student differences calls for the need for all LEAs to
recognize those students while ensuring that someone like themselves is representing
them during their lessons. All humans have biases that are known and unknown. For the
culture to change in all school settings, there must be a foundation of trust,
representation, status, decolonization of power structures, and high-quality lessons and
professional development that integrate social justice for all. If this foundation is not
created, students and teachers will continue to fail individual students and our society.
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Appendix A
BOCES Regions and Component School Districts

Wayne County
Wyoming County

Region 1
Albany County
Columbia County
Essex County
Greene County
Rensselaer County
Saratoga County
Schenectady County
Warren County
Washington County

Region 5
Cattaraugus County
Chautauqua County
Erie County
Niagara County
Region 6
Allegany County
Chemung County
Schuyler County
Steuben County
Yates County

Region 2
Fulton County
Hamilton County
Herkimer County
Madison County
Montgomery County
Oneida County

Region 7
Clinton County
Franklin County
Jefferson County
Lewis County
St. Lawrence County

Region 3
Cayuga County
Cortland County
Onondaga County
Oswego County
Seneca County
Tompkins County

Region 8
Dutchess County
Orange County
Putnam County
Rockland County
Sullivan County
Ulster County
Westchester County

Region 4
Genesee County
Livingston County
Monroe County
Ontario County
Orleans County

Region 9
Broome County
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Chenango County
Delaware County
Otsego County
Schoharie County
Sullivan County
Tioga County
Region 10
Nassau County
Suffolk County
Region 11
NYC Department of Education
* Bronx
* Brooklyn
* Manhattan
* Queens
* Staten Island
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Appendix B
BOCES Regions Map
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Appendix C
Participants’ Letter of Invitation
Good day educator!
I am Katrina Allen-White, a doctoral student at St. John Fisher College. I am achieving
my doctorate in Executive Leadership under the supervision of my Dissertation Chair, Dr.
Cathleen Dotterer, and committee member Dr. Joshua Martin in the Department of Education,
Executive Leadership Program.
Summary of Key Information: My dissertation “A Quantitative Correlation of
curriculum adoption committee’s empowerment when adopting curricular adoption materials
with a culturally responsive lens for students in New York State public schools in Grades 3 to 5.
Due to the varying achievement levels of students from differing demographic groups on New
York State English language arts (ELA) Assessments, this study seeks to find if there is a
correlation between curriculum adoption committees’ level of empowerment and their integration
of culturally responsive practices when adopting ELA curriculum.
Detailed Study Information: Voluntary participants who are employed in a New York
State public school district with elementary school(s) in the position as a teacher, building or
school district leader that has participated in creating or adopting the English language arts
curriculum and/or materials for Grades 3 to 5 are sought for this study. As a participant, please
complete this three-part online survey. The questions will focus on empowerment, culturally
responsive practices, and close with demographic questions.
Voluntary Nature of the Study: There is minimal risk to volunteering as a participant in
this online survey, and your decision whether to participate will not affect your current or future
relations with St. John Fisher College.
Risks: If while completing the survey, you feel uncomfortable, you may conclude your
participation without penalty at any time. This study is believed to have no more than minimal
risk. Minimal risk exists, as the probability of and magnitude of harm or discomfort anticipated in
the research are not greater in and of themselves than those ordinarily encountered in daily life.
There are no additional anticipated emotional or physical risks associated with participating in
this study.
Benefits: Participants may benefit from this study by receiving a final electronic copy of
the dissertation once released by St. John Fisher College after sending a request to
kna06572@sjfc.edu
Confidentiality: Participation in this study is voluntary and confidential. No personal
identifying information will be collected, all individual information is confidential, will remain
private, and your confidentiality will be protected. The survey in use was created and distributed
with Qualtrics. This website will compile data and will not request or share personal identifying
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information. After the study, all data will be summarized and no individual identifying
information will be reported. In any sort of report the researcher(s) may publish, no identifying
information will be included. Identifiable research records will be stored securely and only the
researcher(s) will have access to the records. All data will be kept on a password-protected laptop
by the investigator(s). Any/all hard copies of survey data will be kept in a locked file cabinet in
the researcher's locked office. All study records with identifiable information, including approved
IRB documents and consent forms, will be destroyed by shredding and/or deleting after 3 years.
The data collected in this study as well as the results of the research can be used for scientific
purposes and may be published in ways that will not reveal who you are). An anonymized version
of the data from this study may be made publicly accessible, for example via the Open Science
Framework (osf.io), without obtaining additional written consent. The anonymized data can be
used for re-analysis but also additional analyses, by the same or other researchers. The purpose
and scope of this secondary use are not foreseeable. Any personal information that could directly
identify an individual will be removed before data and results are made public. Personal
information will be protected closely so that no one will be able to connect individual responses
and any other information that identifies an individual. All personally identifying information
collected about an individual will be stored separately from all other data.
Compensation/Incentives: You will not receive monetary compensation or incentives as
a participant in this study.
Further Distribution: Research has found that targeted survey participants are more
willing to complete a survey from an associated organization or personal contact rather than an
unknown person. Please further distribute the online survey to others that you may know who
meet the criteria. This letter can be forwarded to others and all responses will return to me.
Contacts, Referrals, and Questions: The researcher (s) conducting this study is Katrina
Allen-White; if you have any questions at any time, feel free to reach out to me at ___-___-____
or ________@sjfc.edu. Lastly, please note that this online survey and study have been reviewed
and approved by the Institutional Review Board (IRB) at St. John Fisher College, Rochester, NY.
The researcher is supervised by Dr. Cathleen Dotterer Ed.D. _________@sjfc.edu. The
Institutional Review Board of St. John Fisher College has reviewed this project.
Questions/Concerns: For any concerns regarding this study/or if you feel that your
rights as a participant or the rights of another participant have been violated or caused you undue
distress (physical or emotional distress), please contact the SJFC IRB administrator by phone
during normal business hours at (585) 385-8012 or irb@sjfc.edu.
Statement of Consent: Clicking on the "Agree" button below indicates that:


I have read the above information.



I voluntarily agree to participate



I am at least 18 years of age.

If you do not wish to participate in the study, please decline participation by clicking on the
“Disagree” button below."
Thank you for your time and participation,
Katrina Allen-White
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Appendix D
Request to Distribute the Survey
Good day to you!
I am Katrina Allen-White, a school administrator with over 20 years of
experience in the Syracuse City School District. I am currently a doctoral student at St.
John Fisher College in Rochester, NY achieving my doctorate in Executive Leadership.
My research is being supervised by my Dissertation Chair, Dr. Cathleen Dotterer, and
committee member Dr. Joshua Martin. I am currently completing my dissertation of “A
Quantitative Correlation of curriculum adoption committee’s empowerment when
adopting curricular adoption materials with a culturally responsive lens for students in
New York State public schools for Grades 3 to 5. I am targeting all New York State
public elementary schools that have students in Grades 3 to 5. I am writing to ask if you
would be willing to distribute my survey to members of your learning community and
component districts who have participated in creating or adopting the English language
arts curriculum and or materials at the elementary level. The participants may be
teachers, building, or school district leaders.
The distribution of the survey will take place in late December. Research has
found that targeted survey participants are more willing to complete a survey from an
associated organization or personal contact rather than an unknown person. I am asking
if, once IRB provides approval, you will be willing to distribute the online survey. I will
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send you the survey link and an attached letter that will only need to be forwarded to
participants. All responses will return to me.
The research for this study will focus on the level of empowerment curriculum
adoption leaders have as determined by the Teachers’ Empowerment Survey when they
are charged with adopting the English language arts curriculum for students in Grades 3
to 5. The educator with a connection to the curriculum adoption committee will complete
a cross-sectional survey that will quantify the leader’s level of empowerment when
adopting the curriculum. Next, the study participant will report whether culturally
responsive methods are in use when the committee adopts the English language arts
curriculum.

Thank you for your time and consideration,
Katrina Allen-White
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Appendix E
Request for Use of Teacher Empowerment Scale Tool
Instrument Use Permission Letter
I am a doctoral student at St. John Fisher College in Rochester, NY achieving my
doctorate in Executive Leadership. My research is being supervised by my Dissertation
Chair, Dr. Cathleen Dotterer, and committee member Dr. Joshua Martin. I am currently
completing my dissertation of “A Quantitative Correlation of curriculum adoption
committee’s empowerment when adopting curricular adoption materials with a culturally
responsive lens for Black, and Hispanic, students in High Achieving New York State
public schools for Grades 3–5. I am writing to ask permission to use The Teacher
Empowerment Survey in my research study.
The research for this study will focus on the level of empowerment curriculum
adoption leaders have as determined by the Teachers’ Empowerment Survey when they
are charged with adopting the English language arts curriculum for students in Grades 3–
5. The curriculum adoption committee representative will complete a survey that will
quantify the leader’s level of empowerment when adopting the curriculum. Next, the
study participant will report whether culturally responsive methods are in use when the
committee adopts the English language arts curriculum. If the answer is yes, the
participant will complete the Culturally Responsive Curriculum Scorecard in the form of
a survey.
The integrity of the Teacher Empowerment Scale will remain consistent and will
not be altered in any fashion for this study.
The researcher will also use a 5-point Likert Scale to collect data from the study
participants. The researcher will use the data to determine if empowerment influences the
method used by a curriculum adoption committee when choosing a culturally responsive
English language arts curriculum for Grades 3–5. The researcher seeks to find if there is
an association between a curriculum adoption committee’s level of empowerment to their
culturally responsive practices. To determine the association between the two variables, a
quantitative correlation will be utilized.
In addition to using The Teacher Empowerment Scale, I also ask your permission
to reproduce it in my dissertation appendix. The dissertation will be published in the St.
John Fisher digital library of dissertations.
I would like to use The Teacher Empowerment Scale under the following
conditions:
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I will use the Teacher Empowerment Scale only for my research study and will
not sell or use it for any other purposes
I will include a statement of attribution and copyright on all copies of the
instrument. If you have a specific statement of attribution that you would like for
me to include, please provide it in your response.
At your request, I will send a copy of my completed research study to you upon
completion of the study and/or provide a hyperlink to the final manuscript.

If you do not control the copyright for these materials, I would appreciate any
information you can provide concerning the proper person or organization I should
contact.
If these are acceptable terms and conditions, please indicate so by replying to me
through email at ________@students.sjfc.edu

Sincerely,
Katrina Allen-White

Ylz Ozkn
To: "Allen, Katrina" <kna06572@sjfc.edu>

Tue, Nov 9, 2021 at 10:32 AM

Yes, I approve.
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Appendix F
Teacher Empowerment Scale Survey Tool
Dimension

Item No
I 01
I 02
I 03

I 04
I 05
Professional
Development

I 06
I 07
I 08
I 09
I 10
I 11

Trust

I 12
I 21
I 22
I 23
I 24
I 25
I 26
I 27
I 28
I 29
I 35
I 37

English Form
Participation in seminars/conferences of important people in my
profession is not prevented by the school administration.
It is not prevented by the school administration to participate in any
kind of training related to my branch,
Attending personal development courses (drama, diction, personnel
development, effective communication, etc.) is supported by the
school management.
I have the chance to receive trainings about immigrant or problem
students by the school administration.
It is supported by the school administration to receive training on
educational technology.
I have the chance to receive trainings on new teaching methods and
techniques by the school administration.
I have the chance to participate in in-service trainings frequently and
regularly by the school administration.
It is supported by the school administration to participate in
scientific training in my environment.
It is supported by the school administration to receive trainings on
classroom management.
I have chance to participate in training (legislative training) where
my Powers and rights are taught.
The school administration provides me with an environment to
attend the courses and trainings I need.
I feel that my administrators value me a teacher.
My administrators have understanding towards me.
My administrators are supportive of my profession.
My administrators behave fairly within the school.
I have a healthy dialogue with my administrators.
My administrators contact me individually when there is a problem.
My administrators respect me.
My administrators apply school rules in the same way to everyone.
I feel free while carrying out my duties.
My administrators treat me empathically.
Our administrators do not let our time go to waste with unnecessary
works.
My administrators give me the opportunity to say my thoughts.
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Dimension

Item No
I 13
I 14

I 15
Status

Cooperation

I 16
I 17
I 18
I 19
I 20
I 30
I 31
I 32
I 33
I 34
I 36

English Form
I think I have a profession with a high social status.
The teaching profession provides me with the social status I desire in
my environment.
Teaching makes it possible for me to deal with many cultural issues.
The attitudes of people around me towards teachers make me strong.
The teaching profession gives me confidence.
The teaching profession gives me dignity.
People around me respect the teaching profession.
Teachers are well accepted by people in this area.
The teachers in our school cooperate with each other in line with
their Professional goals.
Our school has a teaching staff to work with pleasure.
The cooperation of the teachers in our school makes me feel safe.
Other teachers at our school appreciate my work.
I think that the teacher I work with have Professional ethics.
I have a chance to cooperate with other teachers at my school.
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Appendix G
Teacher Empowerment Scale Survey Tool

148

149

150

151

152

153

154

Appendix H
Request for Use of Culturally Responsive Scorecard Tool
Instrument Use Permission Letter
I am a doctoral student at St. John Fisher College achieving my doctorate in
Executive Leadership. My research is being supervised by my Dissertation Chair, Dr.
Cathleen Dotterer, and committee member Dr. Joshua Martin. I am currently completing
my dissertation of “A Quantitative Implementation Evaluation of curriculum adoption
committees’ empowerment when adopting curricular adoption materials with a culturally
responsive lens for Black, and Hispanic, students in High Achieving New York State
public schools for Grades 3 to 5. I am writing to ask permission to use The Culturally
Responsive Curriculum Scorecard in my research study.
The research for this study will focus on curriculum adoption leaders’ level of
empowerment as determined by the Teachers’ Empowerment Survey when they are
charged with adopting the English language arts curriculum for students in Grades 3–5.
The curriculum adoption committee representative will complete a survey that will
quantify the leader’s level of empowerment when adopting the curriculum. Next, the
study participant will report whether or not culturally responsive methods are in use when
the committee adopts the English language arts curriculum. If the answer is yes, the
participant will complete your Culturally Responsive Curriculum Scorecard in the form
of a survey.
The integrity of the scorecard will not be altered, however, for the study, the
scorecard’s scale will be modified. Currently, the Culturally Responsive Curriculum
Scorecard asks the participant to choose very satisfied (+2), satisfied (+1), unclear (–1),
and not satisfied (–2). The researcher seeks to change the scale to: “How often does the
curriculum adoption committee integrate the following statement into the curriculum
adoption process?” The Culturally Responsive Curriculum Scorecard statements will be
used. Next, the scale options will be, most of the time (+2), some of the time (+1),
seldomly (–1), or never (–2).
The Culturally Responsive Curriculum Scorecard and its equation for calculations
will be used in its entirety to determine if empowerment influences a curriculum adoption
committees’ method when choosing culturally responsive English language arts
curriculum for Grades 3–5. The researcher seeks to find if there is an association between
a curriculum adoption committees’ level of empowerment to their culturally responsive
practices. To determine the association between the two variables, a quantitative
implementation evaluation will be utilized.
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In addition to using the scorecard to collect data, I also ask your permission to
reproduce it in my dissertation appendix. The dissertation will be published in the St.
John Fisher digital library of dissertations.
I would like to use The Culturally Responsive Scorecard under the following
conditions:




I will use the Culturally Responsive Curriculum Scorecard only for my
research study and will not sell or use it for any other purposes
I will include a statement of attribution and copyright on all copies of the
instrument. If you have a specific statement of attribution that you would like
for me to include, please provide it in your response.
At your request, I will send a copy of my completed research study to you
upon completion of the study and/or provide a hyperlink to the final
manuscript

If you do not control the copyright for these materials, I would appreciate any
information you can provide concerning the proper person or organization I should
contact.
If these are acceptable terms and conditions, please indicate so by replying to me
through email at ________@students. sjfc.edu
Sincerely,

Katrina Allen-White

Megan Amelia Hester
To: "Allen, Katrina" <kna06572@sjfc.edu>

Sun, Nov 14, 2021 at 3:19 PM

Katrina,
That is fine, we're glad you've found the Scorecard useful and would love to see the
research that comes out of it.
Best,
Megan
[Quoted text hidden]
-Megan Hester
Pronouns: she/her/hers
Education Justice Research and Organizing Collaborative
NYU Metropolitan Center for Research on Equity and the Transformation of Schools
646.410.3658 •. megan.hester@nyu.edu •. @HesterMegan

156

Check out EJ-ROC's latest projects:
Culturally Responsive Education Resource Hub
Education Policy Hub
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Appendix I
Curriculum Adoption Committee Culturally Responsive Survey
Start of Block: Thank you for completing this survey
Q1 For each statement below, please choose your level of agreement as it pertains to you in
your role.
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Statement

Strongly
agree (1)

Somewhat
agree (2)

Participation in
seminars/conferences of
important people in my
profession is not
prevented by the school
administration (1)
It is not prevented by the
school administration to
participate in any kind
of training related to my
branch (2)
Attending personal
development courses
(drama, diction,
personal development,
effective
communication, etc.) is
supported by the school
management. (3)
I have the chance to
receive trainings about
immigrant or problem
students by the school
administration (4)
It is supported by the
administration to receive
training on educational
technology. (5)
I have the chance to
receive trainings on new
teaching methods and
techniques by the school
administration. (6)
I have the chance to
participate in in-service
trainings frequently and
regularly by the school
administration (7)
It is supported by the
school administration to
participate in scientific
training in my
environment (8)
It is supported by the
school administration to
receive trainings on
classroom management
(9)
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Neither
agree nor
disagree (3)

Somewhat
disagree (4)

Strongly
disagree (5)

Statement

Strongly
agree (1)

Somewhat
agree (2)

I have chance to
participate in training
(legislative training)
where my Powers and
rights are taught. (10)
I feel that my
administrators value me
as a teacher. (11)
My administrators have
understanding towards
me. (12)
My administrators are
supportive of my
profession (13)
My administrators
behave fairly within the
school. (14)
I have a healthy
dialogue with my
administrators. (15)
My administrators
contact me individually
when there is a problem
(16)
My administrators
respect me (17)
My administrators apply
school rules in the same
way to everyone (18)
I feel free while carrying
out my duties (19)
My administrators treat
me empathically (20)
Our administrators do
not let our time go to
waste with unnecessary
work. (21)
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Neither
agree nor
disagree (3)

Somewhat
disagree (4)

Strongly
disagree (5)

Statement

Strongly
agree (1)

Somewhat
agree (2)

My administrators give
me the opportunity to
say my thoughts (22)
I think I have a
profession with high
social status (23)
The teaching profession
provides me with the
social status I desire in
my environment (24)
Teaching makes it
possible for me to deal
with many cultural
issues (25)
The attitudes of people
around me towards
teachers make me
strong. (26)
The teaching profession
gives me confidence
(27)
The teaching profession
gives me dignity (28)
People around me
respect the teaching
profession (29)
Teachers are well
accepted by people in
this area (30)
The teachers in our
school cooperate with
each other in line with
their professional goals
(31)
Our school has a
teaching staff to work
with pleasure (32)
The cooperation of the
teachers in our school
makes me feel safe. (33)
Other teachers at our
school appreciate my
work. (34)
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Neither
agree nor
disagree (3)

Somewhat
disagree (4)

Strongly
disagree (5)

Statement

Strongly
agree (1)

Somewhat
agree (2)

Neither
agree nor
disagree (3)

Somewhat
disagree (4)

Strongly
disagree (5)

I think I have a
profession with a high
social status. (35)
I think that the teacher I
work with have
Professional ethics. (36)
I have a chance to
cooperate with other
teachers at my school.
(37)

Q2 For each statement please choose one level of agreement for the consideration
incorporated into the curriculum adoption process when choosing the elementary
English language arts curriculum.
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Statement

Never (6)

Seldomly (7)

The curriculum features visually
diverse characters and the
character of color do not all look
alike (1)
Those who choose the curriculum
considers the following: There are
references to different ethnic and
cultural traditions, languages,
religions, names, and clothing (2)
Those who choose the curriculum
considers the following: Diverse
ethnicities and nationalities are
portrayed – not all Asian families
are Chinese, not all Latinx
families are Mexican, etc. (3)
Those who choose the curriculum
consider the following: Guidance
is provided to teachers on being
aware of one’s biases,
assumptions, and the gaps
between one’s own culture and
students’ cultures (implicit bias).
(4)
Those who choose the curriculum
considers the following:
Characters with disabilities are
represented (5)
Those who choose the curriculum
considers the following:
Characters of color are main
characters and not just sidekicks
(6)
Those who choose the curriculum
considers the following: If there is
conflict in the storyline, the
characters of color are not mostly
considered the problem (7)
Those who choose the curriculum
considers the following:
Characters of color are not
assumed to have low family
wealth, low educational
attainment, and/or low income. (8)
Those who choose the curriculum
consider the following: Gender is
not central to the storyline. Female
characters are in a variety of roles
that could also be filled by a male
character. (9)

163

Some of the time
(8)

Most of the time
(9)

Statement

Never (6)

Seldomly (7)

Those who choose the curriculum
consider the following: Social
situations and problems are not
seen as individual problems but
are situated within a societal
context. (10)
Those who choose the curriculum
consider the following: Characters
of diverse cultural backgrounds
are not represented stereotypically
or presented as foreign or exotic.
(11)
Those who choose the curriculum
consider the following: Problems
faced by people of color or
females are not resolved through
the benevolent intervention of a
white person or a male. (12)
Those who choose the curriculum
considers the following: Diverse
characters are rooted in their own
cultures and are not ambiguous
(13)
Those who choose the curriculum
consider the following: The
curriculum highlights nondominant populations and their
strengths and assets so that
students of diverse race, class,
gender, ability, and sexual
orientation can relate and
participate fully. (14)
Those who choose the curriculum
consider the following: The
curriculum communicates an
asset-based perspective by
representing people of diverse
races, classes, genders, abilities
and sexual orientations through
their strengths, talents, and
knowledge rather than their
perceived flaws or deficiencies.
(15)
Those who choose the curriculum
consider the following: The
curriculum does not communicate
negativity or hostility toward
people of marginalized
backgrounds through verbal or
nonverbal insults, slights, or
snubs. (16)
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Some of the time
(8)

Most of the time
(9)

Statement

Never (6)

Seldomly (7)

Those who choose the curriculum
consider the following:
Curriculum and instructional
activities promote or provoke
critical questions about the
societal status quo. They present
alternative points of view as
equally worth considering. (17)
Those who choose the curriculum
consider the following: The
curriculum recognizes the validity
and integrity of knowledge
systems based in communities of
color, collectivist cultures,
matriarchal societies, and nonChristian religions. (18)
Those who choose the curriculum
consider the following: The
curriculum presents different
points of view on the same event
or experience, especially points of
view from marginalized
people/communities. (19)
Those who choose the curriculum
considers the following: The
curriculum provides avenues for
students to connect learning to
social, political, or environmental
concerns that affect them and their
lives and contribute to change (20)
Those who choose the curriculum
considers the following: The
curriculum encourages students to
take actions that combat inequity
or promote equity within the
school or local community (21)
Those who choose the curriculum
consider the following: The
authors of the teachers’ materials
are people of diverse identities
(race/ethnicity, gender, other
identities if possible). (22)
Those who choose the curriculum
considers the following: Guidance
is provided on being aware of
one’s biases and the gaps between
one’s own culture and students’
cultures (23)
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Some of the time
(8)

Most of the time
(9)

Statement

Never (6)

Seldomly (7)

Those who choose the curriculum
considers the following: Diverse
student identities are seen as assets
and strengths that can advance
individual and group learning,
rather than seen as challenges or
difficulties to be overcome (24)
Those who choose the curriculum
consider the following: Guidance
is provided on making real-life
connections between academic
content and the local
neighborhood, culture,
environment, and resources. (25)
Those who choose the curriculum
consider the following: Guidance
is provided on giving students
opportunities to contribute their
prior knowledge and experience
with a topic, not just respond to
the text and information presented
in class. (26)
Those who choose the curriculum
consider the following: Guidance
is provided on engaging students
in culturally sensitive experiential
learning activities. (27)
Those who choose the curriculum
considers the following: Guidance
is provided on opportunities to
engage students’ families to
enhance lessons (28)
Those who choose the curriculum
considers the following: Guidance
includes, for specific lessons, a
range of possible student
responses that could all be valid,
given the range of student
experiences and perspectives (29)
Those who choose the curriculum
consider the following: Guidance
is provided on customizing and
supplementing the curriculum to
reflect the cultures, traditions,
backgrounds, and interests of the
student population. (30)
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Some of the time
(8)

Most of the time
(9)

Q3 Who is responsible for adopting your elementary English language arts
curriculum?

o
o
o
o
o

A group of teachers (1)
A group of instructional coaches (2)
A group of school building administrators (3)
A group of school district administrators (4)

A combined group of teachers, instructional coaches, school building
administrators, and school district administrators (5)

o

A combined group of parents, community members, teachers, school
building administrators, and school district administrators (6)

o
o
o
o
o

An individual teacher (7)
An individual instructional coach (8)
An individual school building administrator (9)
An individual school district leader (10)
Other (11)

Q4 Please choose your current position

o
o
o
o
o

Certified teacher (1)
Certified teacher as instructional coach (2)
Certified school building leader (3)
Certified school district leader (4)
Other (5)
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Q5 Have you actively contributed to the adoption, creation, or adaptation of the
English language arts Curriculum for Grades 3–5 within the last 5 years?

o
o

Yes (1)
No (2)

Q6 Please provide the name of your school district below.
________________________________________________________________

Q7 What is your race?

o
o
o
o
o
o
o

African American (Black) Non-Hispanic (1)
African American (Black) Hispanic (2)
White (Non-Hispanic) (3)
White (Hispanic) (4)
Native Indigenous (5)
Pacific Islander (6)
Multi-racial (7)

End of Block: Thank you for completing this survey!
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Appendix J
Local Education Agencies
Name of Local
Education Agency
Afton Central
School
Altmar-ParishWilliamstown
Atmosphere
Academy Bronx
Auburn Enlarged
City School
District
Albany City
school District
Baldwinsville
Central School
District
Burnt HillsBallston Lake
CSD
Cato-Meridian
Central School
District
Central Square
Central School
District
Cincinnatus
Central School
District
Cortland City
School District
District 20
(Brooklyn)
Elmira City School
District
Fayetteville
Manlius Schools
Fulton City School
District
Frankfort-Schuyler
CSD
Gorham Middlesex
CSD
Jamesville Dewitt
Genesee Valley
Liverpool
Lyons Central
School District
Mount Vernon
City School
District
North Salem CSD
New York City
Public Schools

Number
of
Reps

Enrollment

N-W
%

W
%

B
%

H
%

A
%

N
%

MR
%

NYS
Accountability
Status

2

507

9

91

4

3

1

0

2

Target District

1

1030

6

94

1

2

0

0

3

Good Standing

1

592

98

2

19

78

0

1

1

Good Standing

2

4106

33

77

6

6

0

0

12

Target District

1

8231

81

19

45

20

9

0

0

Target District

2

5390

12

88

5

5

0

0

5

Target District

1

3082

8

92

1

3

0

0

3

Good Standing

4

860

8

92

0

3

0

0

4

Good Standing

1

3580

6

94

2

2

0

0

2

Target District

1

514

2

98

0

1

0

0

1

Good Standing

2

2132

14

86

3

4

0

0

6

Target District

1

49535

76

24

3%

28

44

0

1

Good Standing

9

5544

30

70

13

4

0

0

12

Target District

1

4203

20

80

3

3

11

0

3

Good Standing

1

3200

10

90

1

6

0

0

3

Target District

1

893

7

93

1

2

1

0

4

Target District

1

1119

3

97

0

2

0

0

0

Good Standing

3
1
1

2693
478
6927

27
5
29

73
95
71

7
2
10

0
1
7

10
1
6

0
2
0

6
0
7

Good Standing
Good Standing
Good Standing

1

833

25

75

10%

0

0

0

11

Good Standing

1

7326

96

4

68

26

2

0

1

Target District

1

1046

26

74

2

18

3

0

4

Good Standing

1

>1M

86

14

25

41

17

1

2

Good Standing
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Name of Local
Education Agency
Oneida City
School District
Pelham Union
Free School
District
Phoenix Central
School District
Pittsford Central
School District
Rochester City
School District
Skaneateles
Central School
District
Syracuse City
School District
Watervliet City
School District
West Genesee
Central School
District
Westhill Central
School District

Number
of
Reps

Enrollment

N-W
%

W
%

B
%

H
%

A
%

N
%

MR
%

1

1857

12

88

1

2

0

3

5

1

2913

35

65

6

16

6

0

8

2

1644

5

95

1

1

0

0

3

3

5588

27

73

3%

5

13

0

6

1

25017

90

10

53

33

3

0

1

1

1265

7

93

0

3

2

0

2

5

19011

88

22

49

14

7

1

8

1

1334

57

43

18

10

10

0

12

2

4483

14

86

3

5

1

1

5

3

1778

16

84

5

5

2

0

5

NYS
Accountability
Status
Target District
Good Standing

Good Standing
Good Standing
Target District
Good Standing

Target District
Target District
Good Standing

Target District

Note. NW = Non-White; W = White; B = Black/African American; H = Hispanic/Latino; N = Native, American Indian/Native
Alaskan; A = Asian or Native Hawaiian/other Pacific Islander; MR = multiracial.
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